


Volume Six, Issue One

Spring 1985
William F. Pinar, Editor University of Rochester
Janet L. Miller, Managing Editor St. John’s University
Madeleine Grumet, Book Review Editor Hobart & Wm. Smith Colleges
Richard Butt, Assistant Editor University of Lethbridge
Leigh Chiarelott, Assistant Editor Bowling Green State University
Willﬁam Reynolds, Assistant Editor Red Creek (NY) High School
Joseph Watras, Assistant Editor University of Dayton
Board of Advising Editors

Ted Tetsuo Aoki University of Alberta
Michael W. Apple University of Wisconsin-Madison
Charles W. Beegle University of Virginia
Leonard Berk Ontario Institute for Studies in Education
Robert V. Bullough, Jr. University of Utah
Eric Burt Saulteaux School (Sask.)
Jacques Daignault University of Quebec
William E. Doll, Jr. State University of New York
Clermont Gauthier University of Quebec
Henry A. Giroux Miami University of Chio
Dorothy Huenecke Georgia State University
Paut R. Klohr Ohio State Universi

Florence R. Krall University of Ut

Craig Kridel University of South Carolina

Michael S. Littleford Auburn University

Bonnie Meath-Lang National Technical Institue for the Deaf
Ronald E. Padgham Rochester Institute of Technology
Meredith Reiniger Greece (NY) Olympia High School
Pau] Shaker Mt. Union College
. G. W. Stansbury Georgia State University
Joan Stone University of Rochester
Max van Manen University of Alberta
Sandra Wallenstein Wells Fargo Bank
Philip Wexler University of Rochester

Cover Painting by ‘Juan Gris: Landscape at Cerer




The Journal of Curriculum Theorizing is the publication of the Cor-
poration for Curriculum Research, a not-for-profit corporation estab-
lished to promote the advancement of curriculum theory and of teach-
ing and learning in schools and universities. Manuscripts and correspon-
dence should be addressed to:

Ms. Margaret 3. Zaccone
Chief Administrative Officer
The Journal of Curriculum Theorizing

TABLE OF CONTENTS

Essays
Four Curriculum Theorists:
A Critique in the Light of Martin

Buaber’s Philosophy of Education
Paul R. Feinberg ’

53 Falstaff Road
Rochester, New York 14609 i
USA.
Subscription rates (in U.S. dollars): Individuals $35/1 yr., $855/2 yrs. o
$75/3 yrs.; Institutions $45/1 yr., $75/2 yrs., $105/3 yrs.: graduate Pretexts
students $28/1 yr.: for air mail delivery outside North America, add 85. § Critical Social Psychology:
For those outside the U. S. and paying in your currency, take intof A Response .
account present currency exchange rates. Send your check or Master { Edmund V. Sullivan L]
Card/Visa account number and expiration date (made payable to the
Corporation for Curriculum Research) to Ms. Zaccone, address above. | Uncritical Critical Social Psychology
- Kenneth Carlson 171
Advertising rates and information: available from Ms. Zaccone. Four
issues mailed each calendar year: winter, spring, summer and fall | Social Psychology for Social Change
Debra Swoboda L
The Journal of Curriculum Theorizing is assisted by the University of
Rochester, the University of Dayton, Bowling Green State University,
St. John’s University, and the University of Lethbridge.
Staff: ] =
Political Notes and Notices
Margaret Zaccone, Chief Administrative Officer i
Dorothy Horton, Administrative Assistant 184
Eileen Duffy, Technical Assistant !
John Marshall, Art Director
Karen Clever, Administrative Assistant i
Letters
Cover: Landscape at Ceret (1913}
Juan Gris, 1887 - 1927 ; 209
«  Oil on Canvas, 36-3/4 x 23-5/8 4

Moderna Museet, Stockholm

-

S




L.Ssa)s

Editor’s Note

FOUR CURRICULUM THEORISTS:
A CRITIQUE IN THE LIGHT OF MARTIN
BUBER’S PHILOSOPHY OF EDUCATION

This overdue, over-sized issue opens with a long and .imaginative essay
by Rabbi Shaul Feinberg, Director of Student_A-ffaxvrs at the Hebrewl
Union College and the Jewish Institute of ‘Rehglon in Jerusalem. It
is work that is entertaining as well as instructive.

Paul R. Feinber
Hebrew Union Co]fege
Jewish Insitute of Religion
Jerusalem
Israel

Philip Wexler’s most recent work has aroused both praise and criticism, f
as we see in the book review section. Clearly, it is a book not to be

ignored.

ion - Political Notes and Notices — is introduced in thisf . ) i .
isut‘: ::z::z:: y z::t:ciims and short commentary edited by Michae i Most traditional curriculum theory is based upon subject
Littleford and Jim Whitt. They invite you to submit items you think@matter content and a means.-ends system of knowledge in-
Pquiry. There are some theorists, however, who are attempt-
: intg to reconceptualize curriculum by focusini on the link
Finally, an expanded letters section concludes the issue. This section, 0 th? th?C’n‘St- This o AU show ¢ 12 substantial
to be edited by Tom Kelly of John Carroll University in Cleveland andfcontribution that Martin Buber’s concept of Dailogue makes

es Sears of the University of South Carolina, expands even furthet_ o the work (?f four theorists: J.al_nes N!acdonald, Dwayne

J am FHuebner, Maxine Greene, and William Pinar. Through the
2k omat of a symposium, the writer has attempted to eluci-
To librarians: with 6:1 we will date the issue according to the time offdate some of the similarities and differences in their res-
pective approaches towards a more humane curriculum.

. i i inue in sequencefl
its appearance. Volume and issue numbers will cont ! | Macdonald thinks that through a dialectical process in-
olving critical self-reflection one can sharpen the focus
of curricular discourse.  Emancipatory curricular thought
5 crucial to the student for emphasizing moral and spiritual
lues. The latter receive little attention in contemporary
@nainstream curriculum literature.
B Huebner is concerned with language as a reflection of
kientific, technological, and political value systems. He
inks that although these rationales are important, aesthetic
ind ethical valuing should receive equal attention. He
Places a high value on curricular discourse which focuses
in the personal nature of the student.
® Greene, although an avowed non-reconceptualist, is
fitally concerned with consciousness—-an existentially, phe-

appropriate for this section.
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nomenologically derived aspect of the process of knowing.
Greene emphasizes aesthetics as a key way of stimulatiing
“wide-awakeness,” that is, intellectual and moral self-criti-
ism.
’ Pinar provides the theorist with a methodology called
“currere,” which facilitates critical self-re.ﬂe.ctlon to clar}fy
personal and professional values. One priority for enfgagm,g
in any knowledge inquiry is having a keen awareness of one’s
life history. ' '
Buber and the curricularists address two questions: First,
which processes lead to self-awareness of the galuis that
give direction to one’s life and educational work? The cur
ricularists stress critical introspectiveness, while Buber argues
that values are more readily identified and expressed in the
course of intense interpersonal rqlationship. ]
Second, what is the nature of the teacher-student Felatlon-
ship? The reconceptualists argue for more mutuality than
Buber is willing to ascribe to these educational relationships,
Moreover, Buber’s vaulted estimation of the teacher.catfses
the theorists concern about the possibility of exploitation
This paper attempts no final synthesis. The writer hag
shown how Buber’s expression of Dialogue and Relationship
contributes to the renewed efforts of those presently recon
ceptualizing curriculum theory.

Returning the Person to Curriculum:
Four Curriculum Thinkers in Relation to Martin Buber

Purpose

This study will analyze four contemporary curriculu
thinkers in re%’ation to the educational views of Martin Buber,
The reconceptualists theorists are James Macdonald. Dwaiyn
Huebner, Maxine Greene, and William Pinar. These ou
persons are commonly concerned with how knowl.edge
communicated in education. While they offer dlffr.ere
points of view, they all address the problem of ratioi
discourse, the spoken metaphor, aesthetics, and intuiti
as ways of implementing communication through the cu

ulum. ‘ _ ‘
The specific purpose of this study is to examine t

ulum eriticism and to link this perspective with the above
four reconceptualists.

This study also will investigate the possibility of dialogue
2s a means of discovering more about ourselves in relation-
ship to our larger worlds. The dialogue facilitates encounters
among one another and heightens anticipation of discovery
within nature.

Dialogue in education implies the possibility of the
experience of transcendence. It is one facet of consciousness
which is nurtured by human experience, but refers to a
limitless passing beyond any material condition or con
ception. Most importantly, within the act of dialogue, two
persons learn to mutually enlarge and refine the scope of
their inquiry into new sources of knowledge. The capacity
to reach towards another human being is evidence of a degree
of transcendence. Certain types of curricular discourse
focus on dialogue as a means of freeing the cognitive and
affective faculties. While those who reconceptualize the
curriculum hesitate to speak of cause and effect, they put
value on self-knowledge that surfaces somewhere in the
kprocess. For Buber, however, all worthwhile learning is in
relationship.  ““Self-knowledge” is misleading, and even is
an obstacle,

Knowledge comes from a variety of sources. We have
seen, for example, that though society builds schools, it still
educates the young through family, ritual, or training.
As society becomes more complex, however, schools become
increasingly important. As the frontiers of knowledge and
learning expand, the young are motivated to obtain more
formal education through the schools. The curriculum of
this institution provides a framework for organizing the
skills and rituals that the society wants to renew andg pass
on to the future generations.

This study will also examine some of the critiques of
traditional notions of schooling in light of reconceptualiza-
n and Martin Buber. The traditional curriculum theoreti-
ns talk a great deal about the problems of returning the
person to curriculum, that is, of making the education of
all students more humane. However, a good deal of this
ell-intentioned, principled talk is ill conceived. Educators

L
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are still unduly influenced by the behavioral, scientific and

technological modes of inquiry. These modes of thought §

and action are not always conducive for humane relation-
ships between learner and teacher. They reﬂfect a means-
ends rationale that calls for manipulation of variables design-
ed to arrive at a desired end. A cause and effect interaction
is assumed, which is the antithesis of the curricular priorities
of the reconceptualists. The reconceptualists approach
curriculum as an act of critical self-reflection on personal
and social issues in relation to particular social content being
investigated. This study will locate the resources for im-
plementing a more fully human, personal educational
process.

The Significance of This Study

This study shows the ways in which Martin Buber’s
philosophy coincides with some of the contentions
of the reconceptualists; differences are also shown: to the
author’s best knowledge, no other study has shown this
relationship. The study will attempt to show the liabilities

of theorizing based on empirical and behavioral models. §

Moreover, reconceptualization claims to be able to show the
diminishing returns of technology applied to make education,
specifically learning, “efficient.” ‘ .
Proposals for changed conceptions do not take place in
a vacuum or on an ad hoc basis. Those who are reconcept-
ualizing the field of curriculum proceed with a historu;al
perspective. There is an on-going inquiry into the theo_nes
and practices that characterize eatlier generations of curricu-

approach the curriculum with biases and idiosyncracies.
These are also important “inputs” that the Tyler rationale
does not ade uately consider, but should. The whole student
is a fully feging creature, not an abstraction. It is a “real”
person one encounters in a classroom.

The significant contributions of reconceptual theorists

o beyond historical critique. They offer what William Pinar
Eas called a “post-critical” response. It is based on a variety
of social and intellectual traditions: phenomenology, existen-
tislism, psychoanalysis, Marxism, and Eastern philosophies
such as Zen,

These traditions do not contain panaceas; curriculum
theorists cannot simply be scholars of these disciplines
but must be scholars in the use of the traditions as well.
The traditions are sources and sensitizers; they provide us
with intellectual, psychological, and spiritual stimulations--
“grist for the mill.” "These traditions, spiritual and intellect-
ual, provoke a new basis for ideas and sensations of our ve
own. We investigate them in order to re-think and re-feel
our assumptions about the political, economic, and social
milien we inhabit. The real significance of the four curricu-
larists and Martin Buber is that they help us to articulate
frustration with behavioral or scientigc patterns of learning;

 they then offer a person-centered approach to learning as

lar specialists. For example, reconceptualists point out thatf

Ralph Tyler proposed a rationale for theorizing over thirty
years ago. His rationale consisted of certain inputs and
outputs; curriculum resulted from rational deliberation about
means and ends. ‘
Tyler’s search for values, or advice sought from su:f.ect
matter professionals. But with this in mind, reconceptualists
suggest that Tyler's concern for the full person is restricted
by certain narrow focuses: Tyler does not adequately show
an appreciation of the fact that the students and teacher

Current theorists are not unaware of

opposed to a subject-centered approach.

What distinguishes this research is the breadth and depth
of reconceptualist inquiry in relation to Martin Buber.
Having critically examined historical precedents in curric-
ulum writing, one recognizes a variety of as yet untapped
energies: psychological, spiritual, aesthetic, and intellectual.
As human beings we function most fully when we accept that
the sources ofgs our being are rooted in two worlds: the
objective world of what is seen and heard, tasted, felt, and
the spiritualist, intuitive world of the unseen. Through
language we communicate to one another these objective and
intuitive worlds.

This study provides new insights into the limitations,
successes and possibilities of language for curricular dis-
course. The reconceptualists alert us to the fact that modes
of communication, in this case language, reflect basic

C
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interests that humans share. The empirical and behavioral
models geared to means and ends have certainly affected our
schools. Now, however, the reconceptualists and Buber
suggest a pursuit of knowledge nurtured from a variety of
interests. The aesthetic and ethical are two basic human
interests that get little explicit consideration through our
present curricula. But this condition is liable to change
once we squarely face the falsely assumed dichotomy be-
tween the objective and the spiritual elements of human
existence. This study seeks to locate and describe the pos-
sibility of unity between the objective and spiritual worlds.

Terminology and Delimitations

This study focuses on four curricular theorists, from
among those identified with reconceptualization. The selec-
tion was based on similarities and interrelationships with
regard to ideology, social-political concern, aesthetic and
personal modes of communication. The study develops a
comprehensive, critical, and descriptive analysis of their
major works. Their views will be compared and contrasted
with Buber’s contentions about education through dialogue.
An imaginary symposium has been “convened” in which

these five persons address themselves to two major issues in
curriculum: What is the role of subject matter content and
process as alternative foci for the curriculum. Also, what
function does the teacher serve? What is the nature of
student-teacher relationships?

This research is not geared to providing any readymade,
field-tested curricula. Rather, one is called upon to re-think
personal values, interests, and tacit knowledge. The theorist
provides the educator with the sources by which an evalua
tion can be made.

The work of the four theorists who provoke us to rethi
values and strategies does not allow facile labeling. Educato
have not agreed upon an allinclusive definition of recon;

11

curricular  directions which are highly personalized; the
student functions as an emotional and spiritual as well as
intellectual creature.

Martin Buber’s formulation of the dialogical principal
substantiates and expands some of these critiques and new
directions. His philosophy recognizes and articulates the
polarity of our world and’ seeks to make connections. The
core ot his philosophical stance is a search for unity: between
two persons, between a person and nature, and between a
person (as matter and spirit) and Spirit. (This is defined as
the process leadin% to I-Thou.) It is this search for unity
which will be explored in the writings of the four curric-

ularists.

Models and Critiques
Introduction

_ Thi.s section is subdivided into three parts. It begins as an
historical overview of the curriculum field. A critical analysis
will then describe the state of much of the field today.
Because so much of curriculum is rationally and technolog-
ically oriented, emphasis is given to traditional notions of
science and its applications. The third section is devoted
to a newer group of theorists, identified as reconceptualists
for whom traditional social science paradigms are inappropriZ
ate for an expanded person-centered model of curriculum
theorizing. The last part of the chapter will cite some of
their perspectives and points of departure as an introduction
to the work of four representative writers.

Much of what will be said about the early foundations
and figures of the field applies to the contemporary scene.

: -
Mazza’s doctoral research substantiates that “scientific

curriculum-making initiated a technological model for the

curriculum field that has become the dominant tradition
throughout its roughly sixty year history, despite the ex-
itence of other approaches to curriculum.” 1 Schubert’s

o ! historical tr i :
ceptualization. Generally the term refers to a variety of nong,i¢ eatment of curriculum for the last eighty years

o concurs that recipe-orientations were the norm *..

behavioral, non-empirical critiques and suggestions for ne despite admonitions by such writers as Bode, Rugg, and
3

Essays .
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Hopkins to engage in serious and complex discourse about
assumptions that unégrgird alternative positions on major
cur’?ﬁgluglna?ers:;ﬁgiity who opt for a re_cc_mceptualiz'atmbn
of the field grew up in these earlier traditions. 'Thilr _oai
servations, then, are based on both historical and ideo ogic

consideration of the status quo. A separate presentat%oi
of four curriculum theorists will provide a necessarfr lin
between the main emphases of the contemporary field and
the contributions of Martin Buber.

Some Historical Antecedents and Directions
in Knowledge Organization

American social and intellectual tradition is root%d }1ln
challenges to the status quo, increased_ movement o El e
common person up the social ladder with more open ?I‘ }11.1-
cational opportunity than was available in Europe. 7 li
scientific advances of the late nineteenth and e?.rly twentiet
century were soon joined to the cause of social uppro}\:emlt_ant.
One of the great pre-Civil War leaders of pubhrf sC oc} n}:g,
Horace Mann, had nurtured and propogated the ideal of the
school as an instrument of universal progress. Cremin has
stated: “Mann understood well t]'-le reIatmnshl]_J betwetin
freedom, self government, and universal education. Lll11 e
Jefferson he believed that freedom coqld rest seaure_ only
as free men had the knowledge to make mtelhgent. ecisions.

Efforts to scientifically organize and systematize lkm_)v:i
ledge were boosted by Darwin’s explorations and bio og;c
classifications. His work in the sciences had. direct imp ica-
tions for the fields of sociology and education. Evolutlog
theorized how the species came to be; new data allowe

the researcher to hypothesize in which directions it ough‘i-
to travel in order to develop its talents, thus surviving an

advancing.

Herbert Spencer, who published his theory of- evolption
before Darwin, felt that the survival of the species hinged
on the proper synthesis of knowledge around key socid

u

later restated this need, in the context o
faith in democratic ideals for creating the proper environ-
ment:*...there is the necessity that the immature members
be not merely physically preserved in adequate numbers,
but that they be initiated into the interests, purposes, infor-
gmation, skill and practices of the mature members.. edu-

13

processes.  Spencer scientifically organized his structure
around a series of activities ranging from self-preservation
to those engaged in as part of leisure.

Classical liberals like Darwin and Spencer and progressives
like Mann utilized and advanced the methods of empirical
science. For example, in 1892 a muckraking journalist,
pediatrician Joseph Rice, wrote about the disorganized
public school system, professionally mismanaged and politic-
ally tainted. > The ignorance of new scientific methodologies
on the part of the professional educator convinced Rice to
expand his journalistic broadsides and organizational activity.
Progressive education demanded clarity of purpose, suz
stantiated by well-articulated methods and rationally
designed means for evaluation. Rugg goes on to document
how empirically oriented studies of time efficiency, standard-
ization of subjects, and formal discipline-as opposed to
vivid understanding-dominated curriculum work in the
latter part of the nineteenth century.

One outcome of the joining of new scientific method-
ologies and progressive social concerns was the formation
of educational commisions to rationally organize the schools.
The National Education Association appointed committees

to derive principles that would guide and structure secondary

and elementary education. Their efforts certainly shaped
the slope of curricular work for decades with a means-ends
orientation.

Kliebard finds a landmark in publication of the NEA’s
Seven Cardinal Principles of Secondary Education.” The
seven principles were geared to identifying the social require-
ments of American youth, the basic skills, activities, and
conditions of life for progress in the American democratic
milien. Harris had origina.lg spoken of education as a process
of elevating the neophyte member into the species:3 Dewey

fP a pronounced
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» » 9
cation and education alone spans the gap.

Franklin Bobbit theorized about curriculur.n 1ai ai setl':e.:
of variables made up of ends and means. It is likely tia
his perspective developed from the onmndcgalgnlmg?ﬁle;m
of the word curriculum, a race course or ra h ) n e
words, it was a setting, a place of events \E_v 1(:‘:1 rrlnuls; i
experienced in a certain order to prov1<3.1e :;l ounlat o ¥
functioning in adult life. He suggested the ana ;)gzne i
process whose s:la.rting and finishing points wer q

i te i . .
voc\?}i}fiaéﬁhr;zﬁpatrick spoke of “purposeful gctl\lr}ty:cl};%
complete act...a mind-set-to-an-end (which) 1rlnp 1est o
sciousness besides.”!  Here was a thorough implemen ah ;
of the ideal of selective readiness through a project met :)ht;
Experts outside the school were consulted to }clleter:I\n;ies N
most fitting exercises based on a thorough analy

iety’s needs. .

SOCEF patrick was one of a group of progre?mvebf—:dlujcnaizc;s:
who joined together at Teachers qulege of Co uﬁl ia e
sity to pursue education and social Justlc;. C}El ;: .
other progressives like George Counts, Jo n s, Jont
Dewey and Harold Rugg reflected America’s gro \;gided
fatuation with scientitic methodologies and pro des
meaningful qualifications in the name of hun('inane -puz:sp u

Rugg foﬂowed Dewey in articulating e ucatloxll) x
forming task of reconstructing experlence.“Howe\{er,_ e f’;
opted for a more open-ended approach: “The cr1t'er1}<1)n or.
aﬁ) educational anc}zpublic endeavor was growth; it has no

g lf.n ]
endeLfggo?goll:sfssue with what he deemed to bT the :axci:es::;e
open-endedness of Dewey’s approach. The latter’s ins

crucial problems, organizing academic matenalsb. ;:t
thoroughly integrated courses, rather than s»s:parat;e1 sus a:] o
One observer %ras commentgd on his _approacf, 3}(1 i
“Rugg’s method seems an eminently sensible on; or :tc %
ing his desired objectives, namely to alert students .
fact that all is not well in the soplal order and ’t,c1>35tart ]
thinking critically about possible improvements. i
beorge Counts also advocated active interventic

- individualism, for example, would not suffice.
| society had to be reformed.

15

educational process in order to redress social inequities
within the larger society. Goals were vague, haphazardly set,
individually oriented. A more systematic set of inputs by
knowledgeable authorities was required. He became very
frustrated with “...social platitudes coined in the days of
agrarian culture... * and agitated for a centralized, active
implementation of some of these ideals, for instance, demo-
cracy and worthy citizenship. Indoctrination of rugged

American

--a society which is dominated less by the
thought of an individual advancement and
more by certain far-reaching purposes and
plans for social construction might find a
firmer and more steadfast mentality
desirable...Americans...are becomin
completely victimized and molded by the
mechanics of industrialism.!5

Education had to be purposeful, which implied a sub-

 stantial guidance from informed, technically and humanely
 concerned persons.
| a variety ofP influential institutions for helping to reconstruct
a new society based on social welfare. A certain amount of
[ ideological imposition would be expected in implementing
 this new role tP

render the techniques for ascertaining the best solutions to
problems besetting a depression era America. Science afford-
‘ed a rationally based means of living within rather than at
ithe mercy of the forces of nature and society.

mentalism lacked a ccohesive framework. Rugg identified! lof

organized action. “Logic, properly used, does not shackle

The school, however, was but one of

or the school. Social science techniques would

Whitehead, while acknowledging the creative impulse
the young, argued that organized thought determines

It gives freedom, and above all boldness,”! 6

Science, moreover, provides the necessary framework and

method of inquiry for linking our logical thought and
dina_['y

everyday sensibilities.  Knowledge improves

Eecmr R
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experience as the result of interaction between person and
environment. According to Whitehead, ignorance is bondage
to that environment. Knowledge has practical utility, and
via scientifically based experimentalism, will assure and
insure opportunity to make the most constructive choices.

The dominant educational philosophy of the 1930s
owed much to Dewey, though‘ others such as Johr_l C}}lulds,
gave ample expression too. Childs ba&sgd much of his theory
on American pragmatism, and the ability to 1ldent1‘f‘y reaso}?-
able humane alternatives in any given situation “Even the

principles and the laws’ of science are subject to this con-

tinuing test, for ultimate authority rests not with particular
findings...but rather with the empirical and cooperative
procegures by which meanings are formulated, clarified and

tested.”?’ _ . N
As a result of the Great Depression, Childs’ critical

approach had sufficient opportunity to be developed 11n a
plan called the Eight Year Study. The principles of problem
solving were to be implemented in a coordinated fashion
by all teachers in a school, while a total of thirty secondary
schools experimentally redesigned their curr1f:ula. College
entrance for those participating was to be directly related
to the project. Detailed coordinated planning and evaluation
had determined that “the curriculum is now seen as the total
experience with which the school deals in educating young
people.”’!8 .
The Eight Year Study was perhaps the most prominent
national project of the post-World War I era. As the sptgrll-
soring agency, the Progressive Education Association :1 t
that an experimental basis for the curriculum could only
be effected through cooperation between the university ?nd
secondary school. The PEA received the consent of thir
high schools and over three hundred cplleges to experiment
with a variety of curricular options with regard to conten
and organization of material. The stated purpose was ¢
enable greater awareness for understanding the social an
scientific aspects of the world into which secondary studen
were graduating. In an attempt to stimulate sel -directio
and bring youth’s concerns closer to real life, a vanetyfo
approaches were experimentally devised. There were, fo

" tion o

- educational process
progressive thinking. By making such basic but profound

1/

example, core curricula-a broad fields organization of sub-
jects. The study set a precedent not only for institution
alized reforms but also for their scientific systematic eval-
uations.

During World War II the needs of student and society
were investigated and listed as a basis for curriculum reform
in Education for All American Youth.'® The needs were
based on purposes that included practical knowledge of
the economic system. This led to efficient work, health
improvement, realizing the significance of the family,
good use of leisure time, and aesthetic, rational, and ethical
appreciations.  Additionally, the report of the Harvard
Committee on the Objectives of a General Education in
a Free Society,?” chaired by James Conant, advocated
extensive exposure to great themes in the humanities through
a comprehensive interdependent curriculum.  Conant
hoped that the renewed search for relevance {for society
and youth) would not result in mere training as opposed
to education. Competence, termed “back to Easics” in the
1980s, needed qualification: for what purpose? One
response might be: the fully functioning, affectively and
cognitively motivated student is the foremost reason for
a school’s existence. Moreover, Conant’s recommendation
for the comprehensive high school  strengthened the
contentions of those who argued for a greater democrat-
izing function of secondary education.

There were a number of attempts to help the teacher
systematically guide such a comprehensive education.
Selectinfg and organizing objectives and content, identifica-

activity and means of evaluation reflect the
prominent technological bias of the society in the late
1940s and today. Tyler’s syllabus provided an underlying
philosophy for his rationale, organized around four ke
questions.”” He asked about the purposes of the schooK
the experiences needed to assure their attainment, their
appropriate organization, and means of evaluation for

1

verifying the degree of systematic interaction. The attempt

to introduce rational, logical sequence to order the
reflected the efforts of earlier

Essavs
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all encompassing inquiries, Tyler hoped to account for all
the variables involved in developing a systematic relevant
curriculum. Taba assumes a certain logical order, too, in
which decisions are made; she proceeds with her own seven
steps “to make sure that all relevant considerations are
brought to bear on these decisions.’ % The system-involving
diagnosis of needs, setting forth of ensuing objectives,
content, experiences, and evaluations—is highly rational and
purposefully comprehensive. Learning could be structured
once one knew the reasons for which certain knowledge was
to be pursued.

It was clear that as the country approached and passed
into the era of Sputnik, more structured models for know-
ledge organization and curriculum design appeared at all
levels from primary to college. Inquiry discovery methods,
equated with induction, spurred new interest in disciplin-
arity. Separate bodies of knowledge could be integrated
by unifying reconceptions, though Schwab offered one
caveat: “there are no data from which to conclude decisively
that eventually all the disciplines will become or should
become one.”??

The era was inundated with new proposals for science
and mathematics educational reform. Empirical and logical,
these disciplines could provide the model for all learning
areas. Youngsters would inquire into the structures of their
subjects, as if they were scientists, uncovering and discover-
ing new relationships among variables.  The challenge
to America’s pride as the intellectual scientific giant was
now met with a reemphasis on technical skills. Bruner, a
renowned psychologist, led a seminar on curriculum at
Woods Holz which was dominated by mathematics and
science people. Bruner, in offering a “spiraling curriculum,”
suggested that each subject had a structure, the inner work-
ings of which could be grasped by rational inquiry and ex-
perimentation. Such knowledge would facilitate a general

transfer of new information, thereby increasing in a “spiral-’

ing”’ fashion the level of a student’s comprehension.?*

Behavioral Objectives and Evaluation

Not only was there a structure to each subject or dis-

1y

cipline, but the learning process itself could also be similarly
analyzed. Bloom systematized levels of performance in a
taxonomy of intended behaviors.?® He also recognized
that the actual performance of a task at a later period in
one’s life may differ from observed skills at the end of

' a learning period. Moreover, one key ingredient is his ex-
' pressed neutrality in designing this taxonomy. According

to Bloom, “It is outside the scope of the task we set our-

| selves to properly treat the matter of determining the approp-
| riate value to be placed on the different degrees of achieve-

ment of the objectives of instruction.”?® Bloom’s cognitive
taxonomy, consisting of a six-step hierarchy ranging from

| knowledge to evaluation, is paralleled by a five-point class-

ification of affective processes, ranging from receiving to

' value characterization.

Mauritz Johnson argued that the essence of curriculum
is recognizable objectives. The curriculom prescribes that
instruction should result in attainable learning products,?’
It is concerned with ends, that which shall be learned.

In recent years educators have seriously expanded be-
haviorally oriented curriculum writing in the context of
back-to-basics. Ornstein has cited Gallup Polls of Phi Delta
Kappa from 1975 to 1979 that substantiate the high priority
the public gives to this concept. 28

Nevertheless, the term “basics” in and of itself tells little

since there are basics that far outreach a simplistic recounting

of the three R’s. Ben Brodinsky does find from his obser-
vation that testing, accountability, and minimal competencies
are increasingly associated with the basics. However, select-
ing a representative sample of widely-held responses to the

“basics question,” Brodinsky uncovers a myth about

“basics.” ~ “Back to basics? Look, we're moving forward
to basics.  We’re broadening our basics to teach children to
think, analyze problems, make wise decisions, develop
confidence in themselves. As for the three R’s, why return
when we've never left them?729

The leading representatives of the behavioral objectives

‘movement are agreed that in and of themselves, such target-

setting is no panacea. As with any technique or philosophy,

N
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success depends on underlying influenc;{ng(b mot:;:t;c:;sci
For example, Baker and Popham even speak 2 Ol’l’tb ¢ eed
to “humanize” the use of instructional objectives” by irect
ly involving students in a needs assessment.apPrga -
Plowman accepts the need for accuracy in bJu fnals(;
difficult to obtain without behavioral gu1de11_nes, ut he als:
argues that affective concern rates equally hlghdattentzlcan.Six
Comparing the ability to be trustworthy and to a

five-digit numbers, he says,

Under most circumstances it would seem more impot-
tant to be honest and reliable, a goal which becon]*;(lts
more meaningful when translated into _observa e
and measureab%e functions. This tra.nslauon is nf:ce:ssarf1
if objectives are to be of diagnostic, pr_esc:ilptlvg, an
evaluative value in directing and assessing learning.

Payne, too, makes it clear that most soph1st1:ﬁted ol;i
jective setting and evaluation measures may not really reve
the fullest range of interests or values.”> Moreover, major

iori o i 35 are concerned
]\:’vi}tl}?w;?ist?di?a‘ihv:fu:d :%f:inni::tsl{\f}igh canitli):e (;Esdex;rseﬁ
_ rem g this a fective c(lior:t?;:;
iy & st ot 7 0
choices does imply the Zipagﬁgﬁeao Jgggﬁi:iz:obnﬁn oa\:ledgii
i i ing objectives and |

I;:zzt;vdci):; Ta?ﬁtse:?liaﬁgfr\:c%%g :c.)rﬁr:g}r::ee%ﬁ:l{ el::h::iﬁ;ﬂ
i i “‘processes:

fo sccount for the affective phengmenct, v ermon with

by inference. Though the exactitude of co
chomotor measurement is missing in

reflected experiences
gategorization of cognitive le

the term socialization.”

etting of objectives requires the design of evalua-
tior.gllemsethodgs. MeasJurement technique is traced to Rob]:rt;
Thorndike, who early in the 1900s conﬂngedl edélcators tr:E
human change could efficiently and effectively be megfiu d
Moreover, there was a political pride in

and evaluated.

model.
decision-making settings, processes and types of evalu-
ation.
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national excellence. Following World War II the public de-
manded an upgrading of all skills and deepening of knowledge
on all fronts so that youth could more efficiently compete
in the modern world. The Harvard Report red;cted this
national priority. Curriculum diversity had to be balanced
by interdependent studies to strengthen the forces for unity,
a dominant national goal.

The evaluation o% the nation’s schools in the post-World
War II era had stimulated greater concern for technology in
an increasingly interdependent world. The public became
more sensitized to the issue of evaluation in the wake of
large expenditures of federal aid to education. The launching
of Sputnik in 1957 brought about the National Defense
Education Act and the establishment of the National Science
Foundation-geared to the acceleration of scientific and
technical curriculum development. The large expenditure
involved in this new educational competition with the

. Russians demanded precise evaluation of the programs

to see the extent massive reform was realized. Evaluation

- became an industry within an industry. Educational progress
had to be tracked.

It was believed that only through
systematic evaluation would worthwhile changes be effected

in curriculum. Objectives investigation provided the ideal
means.

Cronbach speaks of the ideal evaluation of proficiency

. that goes beyond selected outcomes of a certain curricular
- focus.
the course sequence3’
tinctions,
 measurement and explaining the differences between contin-
‘gency (the relationships among variables such as antecedents,
transactions, and outcomes) and consequence (the degree
‘to which the intended antecedents, transactions, and out-
comes come to pass).
‘not adequately provide for the priorities of Stake—rational
judgments and descriptions3®

Moreover, ratings ought to be made throughout
Stake expands Cronbach’s dis-
emphasizing formal objective categories of

Informal subjective measures do

Stufflebeam has attempted to provide a total evaluation
He bases his argument on distinct types of

3% stufflebeam’s contribution is quite useful for the
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practitioner in that there is cyclical feedback. Continuous
information is provided the decision maker.

These various evaluation strategies are integrally involved
with the taxonomies of learning objectives. The ability to
construct systematic designs such as Bloom’s taxonomy
implies that knowledge can be organized around structures
logically and rationally identified. From its inception the
curriculum field has attempted to clarify the nature and
organization of knowledge of cultural inheritance. It has
focused on the relationship between that knowledge and
ways of knowing. Scientific discove?lr has been integral
to a vast array of changes in the field of curriculum.

Bronowski suggests why:

The purpose of science is to describe the world in an
orderly scheme or language which will help us look
ahead...The order is what we find to work, conveniently
and instructively. It is not something we stipulate; |
it is not something we can dogmatize about. Itis what
we find; it is what we find use ul, 40

Evaluation as a sub-field of curriculum has developed out
of a need for exact measurement. Nevertheless, the issue of]
ascertaining the results of certain ways of inquiry is not
completely resolved in favor of logical positivistic models,
As this study will show in an analysis of The State of the
Field, there are also strong humanistic considerations toj
creating a course of study and its method of evaluation.
There is more discussion about the place of inspiration,
personal knowing, and transcendence in curriculum.

Science is a multi-faceted phenomenon. One must keep
this in mind in designing any evaluational measure. “We are
a scientific civilization,” declared Jacob Bronowski. “That
means a civilization in which knowledge and its integrity are
curcial. Science is only a Latin word for knowledge...Know:

ledge is our destiny.”*!

The State of the Field
Introduction

L Licsasieal inmmirv into the scope of the curricul
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field since the turn of the twentieth century should provide
a satisfactory perspective for viewing the present day scene.
i A logical positivistic scientific rationale had prescribed the
dominant afgproach to curriculum then and persists to this

day.
will

known to exist. It is basically a reiteration of the theme
already noted and personalities already cited although from
{ asharpened point of view.

_This dominant tradition, nevertheless, is confronted by
rejuvenated concern for the student-as-person, a chief parti-
 cipant in curriculum making. ,
!)ased their challenge of a varie
ical, and spiritual traditions. They have sought to expand
the bounds of scientific theory related to knowing.
Following a brief delineation of the contemporary field
the studg will proceed with some notions about the ex-
panded
rationale of the newer theorists, the inquiry will lead into
: nfgfmal introduction to reconceptualization of curriculum
 studies.

. The first part of this analysis of the state of the field
ocus on contemporary critiques of a situation already

The reconceptualists have
of intellectual, psycholog-

oundaries of science.

Based on this one ke

The Scientific-Technocratic Orientation

¢ In attempting to counter
] the argument that the curric-
julum field has Xl e

§ to give us necessary orientation for the present.

een nonhistorical, Kliebard has attempted

The_ production model and the utilitarian criterion
::gfhed to all school subjects over the past half century
1 constitute our fundamental frame of reference.
:I‘he coming of modern technology, rather than free-
ing us from the earlier formulations, has served instead
only to reinforce or restrict them further. The task of
the next fifty years in the curriculum field is essentiall
one of developing alternatives.*? y

. Authorities use various yardsticks for measuri
3 th
cope and depth of the field. What all seem to gfve i:1

Esmys.
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functional curriculum largely oriented toward socially
useful knowledge and skills.” * While investigations
and surveys such as the Eight Year Study were implemented
under the guise of scientific objectivity, much traditionalist
effort was weighted to a conscious ﬂbera] change in the
social order. The influx of large numbers of immigrants
had necessitated massive alterations in the ways academic
and economic priorities were set and evaluations carried
out in America’s schools. Concern for the immigrant student
| has been replaced today by concern for the new immigrant
to the cities, the disadvantaged and bilingual students.
Tyler’s rational deliberation was extended by Goodlad and
Richter, though values for them are more than mere screens
as they are for Tyler;*” they are initial points of departure
in determining to what extent society, learner, and subject
matter are sources of curriculum.

The Tyler Rationale hinges on its delineation of ob-
jectives. But here evaluation links up ends and means in
m a rather mechanical fashion, according to Kliebard, the
i manipulation of learning opportunities to reach certain
end experiences may not show full appreciation for a stu-
dent’s human capability.*®

Designs, on the other hand, clearly have the purpose to
guide or prescribe certain optimally perceived valies. Such
an approach ought to more fully develop this human valuing
capability. Whether dealing with subject matter, social
phenomena, or people, the designs selected will reflect

common is that the vast majority of curriculum workers
have a utilitarian bias reinforced explicitly or implicitly
by technical orientation. This focus will be evident in the
analyses of the field by two noted theorists. -
Macdonald suggests three recokgmzable groups performing
curriculum work today: 1)those for whom theory Prescnbes
and guides; 2) those for whom it serves to empirically val-
idate identifiable variables; and 3) those for whom it serves

as criticism.4? ‘ b
William Pinar delineates the field in another fashion:

1)traditionalists, (who) have t'_?,nded to be concerned
about principles guiding curriculum;...2) conceptual-
empiricists argue that their research functions to serve
school practitioners. By creating a science of curric-§
ulum, the traditional aspiration of the field can beff
realized...;3) reconceptualists {according to Macd_onal_d;
“look upon their task of theorizin% as a creative in-
tellectual endeavor...a more playful, fﬁe floating
process is called for by the state of the art.”

The Traditional Field of Curriculum

Macdonald and Pinar are apparently in agreement that
the foremost function of theory in the curriculum field today
is to provide a rational framework for determining goals

means, and ends. In this case it refers to the day to daj . K: selex

learning going on in a school. Pinar’s designation of “tradifiéthe problems of aractlcal decision-making in the school and

tionalists” will henceforth be used: he cites several for usfsociety at large. ? Ornstein’s recent survey of the field
aisfhas identified various value approaches according to one

Taba; the Tanners; Saylor and Alexander; McNeil; _ - ‘ >
of two_categories: emphasis on subject or emphasis on

45
Smith, Stanley, and Shores; and Stratemeyer. . 5 ' :
Th:e traditic;nalists have really not been theoretical in the s;tudent.l Designs are value statements which have appeared
in a variety of forms throughout the history of the curricu-

technical sense of the word. Those such as Tyler hav . :
exemplified the outside expert syndrome. While resear.c}} l !um movement. Today, h.owever, only the subject design
not foreign to their preparation, their major task is providingils prominent; the core, fusion, correlation, and broad fields
a framework or theme helping to unite disparate elementgiorms having become passe. -
that the practitioners try to organize. The traditionalists§ The logl_cal sequencing of knowledge in the general
work could either be knowledge-or process-oriented. Piubject curriculum was not deemed an adequate approach
The practical utilitarian bent today can be explained b in 2 sophisticated world. 5ll\fh:)re synthesm. among areas of
the progressive origins of the field. We recall an earlier ifknowledge was demanded.>! The correlation, fusion and

mrtivrr b Wliahard that revealad %4 drive toward a snnremel
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broad fields approaches of the 1930s and 1940s reflected
the specialized viewpoints on knowlex:fe and knowing.
But sophisticated curriculum conceptualizations did not
necessarily meet the criteria of relevance. The core curric-
alum was, however, geared to social and personal relevance.
Two variations emerged from the Progressive era—-the open
core and the closed or preplanned core. As a curriculum
which stressed common learnings and specific problem
solvings, the core—especially the open variety—gave a great
deal of latitude to student initiative and personal concern.
But the increased emphasis on disciplinarity and the de-§
cline of the Progressive influence upon curriculum in the §
1950s minimized the prerogatives gained by open-minded
inquiry to personal-social problems. Nevertheless, the spirit
of the core has had its impact on humanistic education and
its development at least in one area-that of reconce tualism.

In humanistic education the accent is on affect and
valuation. Here educators have made a serious attempt atj
a comprehensive vision of a unity of knowledge and personal
knowing. Having traced the origins of humanistic education,
Patterson finds a classical definition, set two hundred yea
ago, applicable to our setting

. oriented); seco:_:d, the personal discover base; and third, the
group-personal interaction tier. ’

We regard cognition and affect as complementary, not
contradictory forces. They have not played b anced
roles in education because affect has received such
meager recognition, experimentation and practice...
Affect can serve not only to revivify elements of the
old subject matter but also, and primarily, to open
vistas for new subject matter, 5* , P

_ What is there to expect from humanisitc designs of the
future? Pratt distinguishes needs from events or interests
| s the major component for the curriculum designer. Based
on Maslow’s taxonomy (physiological need, need for safety
social needs, need for esteem, need for seIf-actualization),
.Pratt suggests, “The basic principle of curriculum develo ;
_n:len.t'remams: all valid curricula help people to meet the[i)r
significant n.eeds; all other curricula are a waste of time,'>>
3 The traditionalist realm is wide ranging, seeming} with-
fout any but the broadest common designations. Pizar ex-
ines the work of many traditionalists, including Tyler
Saylor, Alexander, and the Tanners, along with humanistic
educators .:md finds, “What they do share is an interest in
working with school people, with revising the curriculum of
schools. Their writing tends to be journalistic, necessaril
50, in order to be readily accessible to a constituency seekiny

ck answers to practical problems.”3 ’
It is debatable whether or not humanists and other
_dlt.lonahsts are seeking “‘quick” answers. What can be
bid is that they provide practitioners with a variety of
fuggestions  for cognitively and affectively maximizin
pudent inquiry techniques.  Traditionalists are directl;%
mterested in students and teachers.

(1) The purpose of education is to develop the pote
tials—all the potentials-of man as a whole; (2) tha
essential method for achieving this is the providing of
a good human relationships %etween the teacher and
student—or as Pestalozzi put it, a love relationship.’?

Becker and Pritzkau have developed separate humanisti
models drawn from a discipline’s orientation.®® Scientific}
questions are related to social issues as human beings attemp
to survive in a technological environment. Moral and theg
logical discourse help relate personal inquiries into thj
meaning of life.

Weinstein and Fantini have attempted to integrate :
variety of knowledge sources under the rubric of human
istic inquiry. They present a curricular model based o
three tiers. The first is an information and skills retriev:
base (social studies, language, disciplines—it is cognitivel

The Scientific Field of Curriculum

| Macdonald introduces‘...a second camp of ofttimes
ounger (and far fewer theorizers (who are) committed to a

Essays.
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| nical pattern setting of which Beauchamp speaks. While
they present an overview of many theories, past and present
their suggestions for a “good”’ curriculum plan reveal a
technical bias. There are preset comprehensive goals, learn-
ing opportunities that range from lesser to greater, depen-
dent to independent. A plan like this seems to reveal a rather
close-.d process. Feedback is invited from students, the com-
munity is to be brought in on the decision-making process
and individualized flexibility is possible. Nevertheless, a
| plan, as a blueprint, is rather well delineated, controlling
and determining outcomes. Saylor and Alexander summarize
their approach to planning in terms of ends and means, in

more conventional concept of scientific theory...primarily
conceptual in nature, (whereby) research would be utilized
for empirical validation of curriculum variables and relation-
ships,....””7

George Beauchamp has been identified as a major con-
ceptual-empiricist. *® The curriculum field, as far as he
is concerned, is based in the university in whatever depart-|§
ments address themselves to curriculum issues. In his view
there seems little qualitative difference between trained
curriculum workers g‘om a traditionalist orientation and the
psychometricians who are invited to make technical analyses

of certain data. While he argues for more clearly defined
notions of who plans and develops curriculum, his bias is § the flow of activities or procedures from beginning to end.62

certainly with trained social scientists. Following this inclin-§  Pratt has assimilated a technological orentation th
ation, Pinar criticizes conceptual empiricists whose increas-E also reflects a commitment to idea.lismg1 He strcrngél1 cl;nl't o
ingly refined methodologies and sustained “cumulative”§ that engineering design skills can be.a lied Il; Yh o eves
research w%lgﬂd like to “bring about a science of human enlightened educators to maximize learﬁ}; ge H);, f 1111;;:;2’
behavior.” “Increased i is i ' ’
Social science and technological applications of emgixtical‘  lation of aef;c;::;::: SZESPI:iI;egiYPIt;; l;;; :::utlt 2] th}f cumu-
research have provided models found to be quite efficientRstitute an applied science or technolo ofec?uf:glte's that con-
by some theorists. Briggs’ appl:oach. sounds as if it were Posner and Rudnitsky have prepge da tex: 10}?3 b ol
derived from a very effective engineering component. While® oractical expression to this notion Jf carrel] \; 1cd gives
he speaks of a neutral or value free instructional systems®applied science and a technology of e duca:im ase Tl}llpon
design, the language employed seems clearly to be biased: Winteorated the selection of intec.ded oaca 0;'1- i e_yh
“(A) ‘system’ in the present context, is an integrated planfeducational goals. The authors consernciad afi , esults w}11t
of operation of all components (sub-systems) of a system,Blinearly takes the student from the ey ueprint ai: at
designed to solve a problem or meet a need...Objectives®(in terms of learner, society, and subect mgtatnners v uZJS
methods, ancgoevaluations should be designed to be mutually learning outcomes. Their a{;proach iéI oA ;12 l’:loa t:z:uof'
supportive.” Bmeans. svs . . a1 1
P'%here is a tacit understanding on the part of most curricu-fthar will z.ve:zi??:i;lizi Eg ﬂszgmgh regard to original aims,
larist today that guidance and controlled planning fit thef By the latter part of the 1970s, Pratt and P ;
current needs of the field. Since curriculum came into being@Rudnitsky notwithstanding, most curricularist osnecrl :im
as a self-conscious endeavor with Bobbit’s The Curriculum,@imbued with emulating te;hnolo il mOdelss s‘;f:ﬁne ess
the field has been enamored of the technical theorizing@stll much effort at generating mo%e sophisticated terf: wzls
As Beauchamp has observed, the field has adapted and@methodologies, but more expansive VIi)ews ated saitlnstlcd
adopted from other sources. “When scholars have lacked@Schubert reports that curricular books “tended to beogfgré

experience in theory development in a field of endeavorf@ituational, analytic, and interpretive than behaviorist
it has been customary for them to look to the patterns sef :

iThey tended more toward th i
by those who have been successful and to use those patterngiti " COHC:IP hhemayor prescrp-

“as paradigms for beginning efforts.” ¢! braced both.” although some em-
Qavlar and Alexander have tacitly acceeded to the techiii



30 Journal of Curriculum Theorizing 6:1 Feinberg

The evaluation subfield, itself research oriented, con-
tributed more than strict empirical guidelines. Some evalua-
tors had grown in the humanistic influences but still
appreciated systems; they were ?lso familiar with intuitive,
personalist dimensions of curriculum that needed to be
studied. Schubert cites Eisner and Harmlton—-amonf others-
as exemplifying this expanded, deepened use of science,
technology, and the arts. “They offer modes of illumination
of curricular phenomena that go beyond....th'e numbers
game by examining methods that are naturalistic, I}ter,a;?er’,
and artistic; thus providing...qualitative evaluation.

“Curriculum design...must be
guided by a vision
of humanity and its future.”

The scientific orientation, however, can provide more
than simply technological expertise. Science is only a
method to help clarify thinking, to facilitate practical appli-
cations drawn from a variety of data sources. The most
effective designs in curriculum will be drawn from the social
and pure sciences and from administrative and human values.
Pratt, a designer with a real appreciation for scientific appli-
cations, however, points to a larger task for technology:

Technology is value free; it can determine the speed
: with which we move but cannot determine the path
we take. While good will without technique is power-

less, technique without ]good will is sinister.. Curric-
ulum design uses techno ofgy but é)_}ust be guided by a
vision of humanity and its future.

Walker offers a similar view. He does not seem to be an
orthodox social scientist. But he does accept some degree
of the faith in applying research technique to c_ufnculum
problems. He disdains “the image of the tec?mcmn at the
control panel directing the whole operation.”®®  Neverthe.
less, the place of logical positivistic science is assured in
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some measure, he contends, when its ideals are inteprated
in a comprehensive fashion: “To reject the possibility is
to close off a vital avenue of understanding for all edu-
cators.” 9

The resultant knowledge from positivistic inquiry can
help build a curriculum based on ¢ arity, precision, order—
or so the argument goes. We learn from those who have
been identified with the conceptual-empirical school that
there is uncertainty everywhere. Posner and Strike admi.
“We have very little information, based on hard data, regard-
ing the consequences of alternative content sequences and
wﬁl need a good deal more research before we are able to
satisfactorily suggest how content should _be sequenced.”??

Under the circumstances one might begin to shy away
from curricular recommendations based  on positivistic
scientific findings. We have known for a long time that
one can prove almost anything with statistical verifications.
Science may guarantee systematic data computation, but
educators and the public must bear in mind,

~.that producing data is a human process. Like any
human process, it does not exist in isolation, nor is it
controlled by formulas. It affects and is affected by
the context in which counting occurs... How do I go
about counting handicapped teachers? 1 sent out a
memo to the teachers asking them to report if they
wanted to be listed. I know that one is on the list who
only has a sinus condition. 7!

Measurement, it would seem from the above example,

is 2 phenomenon that requires qualification: “for what

purpose, to what end?” Basically curriculum theory, tech-
nically understood, must allow the fullest use of the best
available resources: thinking, feeling, moving human beings.
Means-ends procedures in and of themselves are likely to be
counterproductive without a thorough evaluation of people
who are involved in planning, The interface of imprecise
or subjective elements with the objectively planned curric-
ulum is more enlightening,

Reid points out how the whole picture ought to be

Essavs I
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social science or logical positivist manner of knowing or
verification of knowledge--they are open to a variety of
inquiry methods; (2) share a belief with the humanists in
ho‘iistic ways of knowing-their larger perspective is furnished
by third g:)rce psychologists such as Maslow and Rogers;
and (3) focus on the phenomenon of inner-consciousness,
centering on intuitive, mystical, religious ways of knowing,
These three areas are examined below.

examined:

..the more we insist that curricalum planning is rational
and not political, and the more we emphasize aims at
the expense of constraints, the more certain we make
it that the end of our endeavors will bear little resem-
blance to the high hopes with which we began. ...For
the value laden aspects will always be there, whether
we recognize them or not. . |
{1) Skepticism About Current States of Knowing

In other words, we continue to recall Bronowski’s dictu{n:
science is simply a Latin word for knowledge. We kno’v’v with
our heads we are homo sapiens, “knowing persons. But-
there are an infinite variety of ways for knowing our world.
Those who would reconceptualize curriculum writing argue
for expanded models for inquiry. The ensuing discussion |
reflects an overview study of those antecedents contributing
to reconceptualist curriculum theory.

Science assists us to describe the world and guides our
- deliberations over how to act in it. We devise a variety of
conceptual systems to make sense of the data that our
intellects and emotions assimilate. Roszak observes, “The
scientific mind begins in the spirit of the Cartesian zero,
with the doubling away of all inherited knowledge in favor
of an entirely new method of knowing....A man is a scientist
not because of what he sees, but because of how he sees it.” 76

Data that come from any of the senses are liable to
continual critique, conceptualization, refinement, and
possibly inclusion into reconceptualizations. One advanced
method of conceptualization is termed paradigms. Accord-
ing to Kuhn they are universally recognized scientific achieve-
ments that for a time delineate broad problems and solu-
tions to a community of practitioners.”’

Kuhn claims that economically, technologically advanced
societies perpetuate a certain paradigm for knowing. But as
any paradigm, it is only temporally viable and may shift
as new knowledge and ways of knowing become available.
In our era, the social science paradigm has dominated. But
there is a conflict when theorists, under the guise of scien-
tific certainty and objectivity, offer the social science
paradigm as the only way to observe and measure reality.

Scientific significance, according to reconceptualists,
is not to be derived from any monolithic system ofp inquiry.
There are multiple ways of knowing the world and under-
tanding ourselves. Polanyi identifies two main categories:
explicit knowledge of observables, or logic; and tacit know-
ing, that is, reflected notion and intuitions.

The Reconceptualization of the Curriculum:
Some Antecedents

Three scholars have recently studied and critiqued the
antecedents, ideology, and applicability of reconceptualist
writing. Huber has focused on the intellectual roots of the_:
American antinomian tradition in presenting spe%ﬁc theo-
retical arguments for heightened consciousness. ° Mazza
has examined newer theoretical critiques of the tradition-
alist literature to observe how alternative intellectual;
political, psychological, aesthetic, and ethical frames of
reference affect reflections about and discourse on th
curriculum.”  Finally, Schubert has provided a chrono:
logical listing as we])l( as an interpretive and contextual
analysis of the texts that have appeared in the curriculu
field. His inquiry and summary analysis of reconceptual
developments in the latter part of the 1970s has been part
icularly helpful. 7° _ -

The present study views reconceptualist roots in thr
areas. These theorists (1) are skeptical about the dominant

£
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Tacit knowing appears to be a doin oflc.n}r Ic:wrn,lla(ri:ke-
ing the public, objective character of explicit ‘ml)w i‘ g
..tacit knowing is in fact the dominant prm;_:lp e o t
knowledge, and its rejection would, there1 ccvlre, 9.1}11 c::
matically involve the rejection of any knowledge wha

ever”8

tual, intuitive, esthetic ways of knowing and valuing,2°
. There is great difficulty in developing values in a world

of “future shock” where matters occur so quickly that the
knowledge systems and learning techniques of one genera-
{ tion are obsolete in the next. Assuming that we base know-
ledgeable, ethical choices in learned and reflected experience,
{ it 15 increasingly difficult to choose at all because of the
 multitude of experiences life provides. Toffler, a decade
ago, detailed how our high technological society suffers,
 metaphorically, from a peculiar ailment called progeria-
 death from old age before one’s time. His book, Future
 Shock, described how these societies experience super-
 normal rates of change~for which they are unprepared. !
| Today, the reconceptualists argue, it is of “very little
 benefit to speak of instilled or inculcated values as if there
Lis a means-end, input-output system. While choices can be
i coerced or controlled in order to obtain certain rewards
§ within school, family, or peer circles, free valuing cannot.

It is a process which, when functioning well, is based firmly
fon personal appraisals. Self-questioning and the legitimacy of
tconflict in making decisions are part of the approach
developed by Raths and others. They have devised a series
of strategies, not as a panacea for the problem of choosing
a world of accelerated change, but as a means for facili-
itating self-clarification.

In other words, Polanyi is reaffirming the perSOrEal and
immediate involvement of the individual in any :i:t o Ezrggl-
tion. Since by current biological and metaphysic l stan :;
human beings are finite creatures, their 1nvobvembenF o
knowing is subject to error. Certainty can never beé O tambe
since knowing is subject to error. Certainty can nﬁx_rer.
obtained since knowing is always mFdlated by su &]e.ctﬁvs
screenings of meaning or interpretation. Ne1t:.],1er rig th
nor “wrong” in the conventional sense, Pdal;wl s aiproa;d
sets the stage for widening the discussion about what a

how one knows.

(2) Humanistic Education, Values, and Third Force Psy-
chology

Humanistic educational designs have been d1scussec}
carlier. At this point we reiterate and detail a bit moreﬁo
how the goal of a dynamic, holistic persgmal‘]i:ocess ]
into the reconceptualist critique. To begin with, one c:n
find that humanistic psychology has been a resp02§:di:
the kind of harsh world c_lesc_nbed by Patterson, “i X
idualization and depersonalization had become appla.,ren‘t i
society, as a trend supported and fostered by tlllle app 1cat10
of behaviorism. The newer focus...is upon the person a
his total experiencing.” 7 - A

The totally experiencing person is that creatux;.: possess
ing cognitive, affective, and psycho-motor cgpaal ities-a3
of which are, ideally, integrated in a fully funcufon | mannes
The process of integrating the cognitive and afl ﬁctm;l met_
of inquiring into the environment 1S ﬁrmed fi:;)lrilst:en_.
The major task for confluent curricular special :
Brown, is to provide opportunities for choice among intelle

..if children—or adults, for that matter--are to develop
values, they must develop them out of personal choices
~(which) must involve alternatives which (1) include
ones that are prized by the chooser; (2) have meaning
to the chooser, as when the consequences of each
are clearlz understood; and (3) are freely available for
selection.??

. Confluency and personal value clarification in humanistic
fducation are derived from what Maslow identifies as “third
force” psychology.8> In response to the insufficiency of
ehavioral ‘or Freudian approaches, the third force
psychologist argues that there is little gained from focusin
1 unconscious motives or mechanistic processes as a way o

ing meaning. Achievements in persanal orawth mavw
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' U]ti_mately, however, it is the student-as-person who will
 ascribe and appropriate significance to any act of learning,

The teacher facilitates rather than inculcates. Motris states
the task well;

still only be momentary; over a period of time, however,
as psychic and physical deficiencies are satisfied and defenses
strengthened, there are occasions of insight, awe, and
mystery which he designated as peak experiences. The task
o?r the instructor or facilitator and the student is to locate [
these moments through the full range of cognitively and@
affectively-based knowing. The peak experiences which may
occur are part of self-actualization, or becoming fully human.
It is “the development of the fullest height that the human
species can stand up to or that the particular individual can
come to. In a less technical way, it is helping the person to
become the best he is able to become,”® :

There is a certain amount of risk taking that goes along
with this process. The third force movement asserts thatlfle
each person has a great deal of potential autonomy; the
actualization of it may bring an awareness bearing joy or pain
of discovery. But that is the full act of growth; to reiterate|
holism—that is, self-integration and assimilation of all possiblg
means~is the ideal. “The plea of the humanist for education]

The teacher’s role would be to quicken the child’s
awareness of his own consciousness as pure intention-
ality, to start him out on the project of defining his
own meaning in the world and hence of creating mean-
ings in the world...The point is that he (the child) is
the author of them (the meanings)...even if they happen
to coincide with other 1:>c.=:op1»e’s.*3g"'s

4 (;urriculum writing in this vein is personalist and sub-
jective, existentialist, whatever the cognitive needs are
-deter{nined to be. American existentialists have supported
a Third Force movement in speaking of the human being
tas having an essential self, an intrinsic self, 88 Through the
_ firee choices that onme makes, one continually “uncovers”
is not that we give up behavioral approaches, but that wellor self-actualizes. Choices are nurtured through inne
realistically recognize their assets and liabilities, and thereforf@consciousness. These data are equally im gortantn:ess ]c:r
use them in proper balance with the humanistic aspects offreconceptualists. Sl © the
the problem.”® '

Educators cannot—in advance-automatically determing
goals and objectives, however well-researched the “needs}
of the student are-and assure lasting personal meaning
No method or perspective will guarantee this, but the human
istic applications of third force psychology provide th
greatest possibility. Rogers shares some use%l insight from
the counseling field that shows the necessity for fFexibili
and openness: “One cannot teach another.... The most on
person can do to further it (knowledge of feeling emotion
in another is to create certain conditions which make t
kind of learning possible. It cannot be compelled.”®

In this regard critics of more scientific and traditional
oriented curricula have noted a disproportionate emphasis of
“compelling,” extrinsically prescribed goals. True humajiie:
responses to the search for meaningfulness of life and folll
purpose are not determined by authorities outside tifly
stadent. The school may demand behavioral responsed

[3) Innerness, Intuition, and Mystical Knowing

i There is another aspect of a holistic mode of knowing.
Its origin and expression is in what Jaynes calls conscious-
Dess. It is the phenomenon of the mind perceiving a sense
world of objects and then reflecting upon itself, “It operates
by way of analogy, by way of constructing an analogue
fI that can observe that space and move metaphorically

. Certain educational theorists appreciate these contentions
s they try to design new opportunities for knowledge in-
guiring. The reconceptualists, advocating multiple ways of
mowing, draw on the research from psychologies of con-
ousness; Robert Ornstein is an example.

Education consists predominantly of readin’, ’ritin’,
e ;
and ‘rithmetic, and we are taught precious little
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Lknowing the self and the outer world will contribute to
one’s total growth.
. The emphasis on innerness has come about as a reaction
to the perceived inordinate focus on outerness. What is
out-there can be sensed; there is certainty, or at least we
think so, though Roszak has contended that there is at best
a myth of objective consciousness. He is denigrating the
 near-exclusive reliance on this manner of knowing. In an
jattempt to refine perception, interpersonal relationships
‘may also be altered for the good. In other words, there is
a2 strong ethical component in this source of reconceptual-
Lization. Knowledge potential is as broad and deep as the
§ highly rational, highly idiosyncratic nature of the particular
Fhuman being in question. There is more to knowledge and
 knowing than empirically or even logically verifiable propo-
 sitions.  Roszak suggests a shift in emphasis. “The only way
twe shall ever recapture the sort of knowledge Lao-Tzu
i referred to in his dictum ‘those who know do not speak’ is
by subordinating the question ‘how shall we know?’ to the
more existentially vital question, how shall we live?”’®?
Sometimes adults shape their world out of an intellectual
sophistication, mistaking maturity and technical expertise
§ for the fullest possible knowing. While mental ability and
The action mode has ruled our individual lives andf certain experiences do provide practical tools for managing
national policies, and the I-It relationship that hafin the world, other latent capabilities are equally important.
provided the base for technical mastery is now thel Intuition, in particular, is one other source f);r knowing,
primary obstacle to saving our race..The receptive@a manner of inquiry into the natural and social order. But
mode...the I-Thou relationship—exists and it may bef intuition is not nearly as prized as rational empirical know-
needed to provide the experimental base for the values® ing. Intuition lacks a certain objectivity valued in Western
and the world view now needed so desperately by ouf society. But it is, nevertheless, real, vividly nurtured by
society as a whole.”! § imaginative perspectives. The reconceptualists certainly do
‘not ignore the need for engineers, doctors, and lawyers to
 rationally preplan certain technical courses of action; how-
L ever, they would give at least equal attention to the spon-
taneous, intuitive, imaginative realm of thought. There is
2 freshness in this approach often characteristically seen
in the lives of children. Samples observed, “It led Robert
 Oppenheimer to remark, “I could solve my most complex
problems in physics if I had not given up the ways of think-
ing common to children at play.””*

about our emotions, our bodies, our intuitive capabil-
ities. A strict emphasis on verbal intellectual know-
ledge has screened out much of what is or could be
legitimate...the existence of ‘nonordinary realities |
is not studied because they do not fit into the domin-
ant paradigm. %°

The reconceptualizing curricularists are opposed to a
predominant reliance on verbal intellectual knowledge.
They extend new possibilities of perceiving and under]
standing the world in their views otP the student-as-a-total
person. Each creature possesses a variety of faculties for
perceiving, rationalizing, and feeling.

According to earliest physiological research, these
multiple ways of knowing can be subsumed under two main
rubrics. Hippocrates recognized the dual nature of thef
human brain. The “active” left brain is responsible for
analysis and logic and verbal skills; the right hemisphere,
passively functioning, is related to spatial, aesthetic, physi
cal dimensions of knowing. Deikman evaluates the balancef§
between these two modes of consciousness in terms of our
personal and communal welfare.

Receptivity is heightened by a number of techniques;
one of which is Transcendental Meditation. Phenix can
speak about “Transcendence and the Curriculum” as 2
disciplined way of secularly reviving our intuitive reflections
in a unified fashion.’2  Furthermore, the art of transcen
dental meditation can enable one to inquire deeply into
yet unknown energy sources. Curricularists who take this
spiritual introspection seriously believe that new ways o
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We live in a quandry over the need to organize our ex-
perience according to preplanned routines and to simfFly
“experience” with the minimum of structure. The conflict
is readily acknowledged in the curriculum field, where
effectiveness and efficiency are often stressed in behavioral
terms. Reconceptual theorists are forcefully challenging
this notion.

Critical Reconceptualization
of the Curriculum

Schubert credits Schwab with initiating what came to be §
an unusually insightful way of talking about curriculum;®® 5'
and his approach was later built upon, expanded, and com-;
plemented by the reconceptualists. Schwab addressed him- &
self to the practical in contradistinction to the theoretic &
orientation characteristic of the social sciences. Schubert
summarizes:

The method of inquiry of the theoretic paradigm is§
induction, assuming the possibility of objectivity and
the virtual absence of a Heisenbergian uncertainty
principle. On the contrary, the practical assump-
tions hold that illuminating insight stems from inter-
action with problematic areas rather than induction
upon them...(The method) acknowledges the need
to see an interdependence of causal factors that are
not generalizable but are necessary knowledge forf
promoting an end of decision and action that rectifie
specific problems.®®

)

Curriculum in this sense is seen less as an imposed plan|
and more as the occurrence of certain interactions. The key,
factors in this interaction process are the material contents
of a lesson; the identities of those studying and teaching
the bureaucratic, technical, and pedagogic decisions that
affect knowledge inquiry and sharing; and the personal
exchanges of all those situated within the physical milien§

Within that milieu, opportunities for reconceptualization]
ocdur. Benham recently has offered a restatement of the

| ceptualization with certain foci.
| insights that have helped the reconceptualists to formulate
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phenomena involved.

Reconceptualization, then, aims at altering one’s con-
ceptualizations, quite literally; one’s ways of looking
at things, at life: at oneself, which involves conscious-
ness and leads to the existentialist position; or at the
forms of social organization, which involves political
action and leads to the structuralist position...or a
combination of the two.?”

Expanded notions of inner consciousness, humanistic
and existentialist ideas (cited above) have provided recon-
Bernstein also provides

their views.
The most important feature in the restructuring of
social and political theory has been the reassertion of
the necessity and legitimacy of the critical function
of theory...We are coming to realize that human ration-
ality cannot be limited to technical and instrumental
reasons...(there is) practical discourse in which human
beings try not simply to manipulate and control one
another, but to understand one another genuinely and
work together toward practical-not technical-ends.®?

The critic here cannot be content with pointing out the

| superficial structural problems of an institution such as

the school or the way in which people interact or fail to

iinteract as individuals. Criticism, to accomplish its purpose,
& ought to go beyond speculating about the ideal notion of
@ society or personhood. In other words, criticism is not only
i the mode of communication of the critic, but is also a source
lof personal transformation. The critic’s task is far more than
identifying the contours of the field. He must discover his
sown biases and hesitations. In short, self-knowledge emerges
i the act of criticism. According to Pinar,

Fundamental to our view is the sense that curriculum
research must emancipate the researcher if it is to
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authentically offer such a possibility to_others...Our
aspiration is to gain increasing access to that which is
conditioned, allow it to surface, to be released or

permitted to remain (in either case in consciousness), |

hence %pen to the conscious intentions of the indiv-

idual, ?

The reconceptualists attempt to convince others that
assumptions about the ordinary world of power, persons,
and possibilities are just that: only assumptions. There is
a world of inquiry and sources of inspiration that transcend
the taken-forgranted daily milien. Persons who are fully
alert—aesthetically, intellectually, and spiritually—-can locate
that world, with its possibilities and limitations. Reconce
tualist curricular theory aims to draw one into that world
through what Maxine Greene calls wide-awakeness.!%°

Paulo Freire established a remarkable model for reawaken-
ed, conscious, determined,informed action. Called “praxis,”
it relates to the approaches advocated by the critical theorists
of the 1970’s. Among other things, he stresses the dyna:n{c
aspect of language, more from a political than an aesthetic

point of view. He tells us that the radical interaction of the.

two dimensions of the spoken word, action and reflection,
result in the act of dialogue as a human phenomenon. “Thus
to speak a true word is to transform the world.”!%" And yet
the power of language is finite, especially when it comes
to definition.

Kliebard presents a picture of an uncritical, unreflective
acceptance of the behavioral-managerial-technocratic orien-
tation in curriculum writing. The curriculum as a model
of utilitarian efficiency and consensus is the object of change.
Huebner emphasizes a concern with language usage in dis-
cussing these same areas: he tries to stress the ethical and
aesthetic = modes against the
mode %2 Language is more than communication. It is the

shape of our world. In fact, it is the moral means of making’

this world. With Kliebard’s research at hand, Pinar suggests
a rather dismal picture. “The ideal of education evaporates;
a'residue of schooling, training for profitable existence in
a capitalistic economic order, remains)” 193

technical and controlling

will contribute much to the pedagc;fy of liberation.
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It is very difficult to offer any precise definition of
reconceptualization. It is processes that heightens indiv-
idual consciousness of self and society and the dynamic dia-
lectic between the two. Pinar tells us what is going on rather
than assigning limits or labels to the behaviors described. He

| points to Apple’s ideology and social critique of hegemony,

the all-encompassing domination of physical life and con-

sciousness.

The control of schools, knowledge and every day life
can be, and is, more subtle (than determination) for
it takes in even seemingly inconsequential moments.
The control is vested in the constitutive principles,
codes, and especially the commonsense consciousness
and practices underlying our lives, as well as by overt
division and manipulation.!%*

In other words, Apple is referring to the ways in which
meaning is conveyed through the structures in society.
The political, socic-economic relationships, sexual and
racial attitudes, the means of material production, and the
value system that pervades it are all critical to anly view of

curriculum.  Apple has tried to highlight the relationship

between what he perceives to be economic and cultural
domination. The school, through its mores, its bureau-
cracy, its intellectual commitments to avoid conflict, is
the chief vehicle of this domination.

What can be done? Others are not very optimistic about
reform, however high -minded, sincere, and authentic the
propagators are. True, humanistic education offers many
possibilities to those who are relatively self-confident, at
ease, secure. But radical attention to fundamental social,
political, economic inequities is needed. Bateman says,
“..tinkering with the su&ace of things or treating symptoms
of deep underlying causes will not make much difference.
Integration, decentralization...none of these liberal ansv;rg;‘s
"

Reconceptualization is not a liberal answer. It begins as

a critique of the field. It comes from many diverse author-
ities; in fact, what seems to unite the critics most is that to
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which they are opposed. More than mere opposition, how- |

ever, must occur if the kind of transformation spoken of
by Freire is to occur. Pinar, therefore, presents a sequel
to curriculum criticizing: the post-critical stage. “The heri-

tage, attacked and discredited, now begins to give way,

to an affirmative new conceptual order.”’106

The reconceptualization.of the curriculum has incor-

porated intellectual traditions not normally thought to be
part of North American curriculum thought. Radical forms

of social inquiry and innovative departures (for schools §

in the United States) have drawn from Marxism, pheno-
menology, psychoanalysis, and existentialism. The question
is one of obtaining meaning, of creating meaning, of inter-
preting the ordinary and seen, the unseen, and idiosyn-
cratic in human encounter. This, too, is knowledge of
a most important sort.
traditions help to bring knowledge and the acts of knowing
together. The approach rests heavily on the interpretive
method. Van Manen’s review of reconceptualist literature
is instructive in this matter.

The interpretative method belongs to a different
world of science indeed. Phenomenology and her-

meneutics...are more closely aligned to (but not the
same as) philosophy and the arts than to strict science

and statistics...From the point of view of phenomeno-
logical pedagogy, the child’s potential for growth is

always seen as open-subject to personal experiences,

pursuits, choices, relevancies and commitments...they

conceive of facticity only as the occasion for, not as ]

the causality of, human behavior. 1?7

This interpretive mood has helped bring about a re-

newal of curriculum theory. There are a multiplicity of

These Continential intellectual §

or of generalization,
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scriptions or descriptions.
Schwab, too, is impatient with the misguided approaches

to achieving clarity in the field. He claims that there has
been a renewal of curriculum theory simply because the

older theoretical holdings-based upon empirical design or
prescriptive norms—are not appropriate to discourse.
Schwab’s restatement of the theoretical ironically comes

in terms of what he calls the practical and the eclectic,

..the arts by which unsystematic, uneasy, but usable
focus on a body of problems is effected among diverse
theories, each relevant to the problems in a different
way..It is the discipline concerned with choice and
action, in contrast with theoretic, which is concerned
with knowledge. 1°%

- The approach is neither deductive nor inductive. It is an
indictment against the perceived abstraction of set principles
It calls for the curricularist to face
real people in real action situations.

Huebner echoed Schwab’s announcement that the field

'was moribund, overburdened from many diverse interests.

It (the field) did not die because it depended on theory
rather than practice, although its sickness might have
been diagnosed sooner if there had been greater corres-
pondence between its rhetoric and its performance.
It died because the increasing diversity of interest it
tried to ¢ during those iundred years could no
!or}ger be held together by a single focus...Our work
is identifying educational content and finding ways to
make it available to young people.!1?

Content of the curriculum is related to culture. Huebner

feels that more precise usage of language helps clarify what
part of the culture is potentially emancipating and which
part is restraining,

_Much of the discourse in the curriculum field is located
within the empirical-technological analytic tradition. Van
Manen, echoing Schwab, disdains the emphasis on the
practical that emanates from such a means-end orientation.

suppositions as to what is and what is not curriculum
theory. Part of the problem is based on the various defin-
itions and delimitations of the word “curriculum” and the
word “theory.”'%® According to McCory, frustration
mounts because scholars are in search of either ideal pre-
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Practicality, or simply getting the job done, is insufficient.
The reconceptualization of curriculum studies stresses
practicality not as effective control but as effective commun-
ication between persons. Interpretive meanings are crucial.
“From the perspective of hermeneutics there are no such
things as stimuli, responses, or measurable behaviors; instead
there are encounters, life-worlds, and meanings which invite §
investigations. The focus is on actions, not ehaviors.”11! .
These actions refer to what real persons try to do, how
they reflect, the manner in which they participate in one
another’s feelings and thoughts. There are rich experiences.
to be elicited if teacher and student feel free to share. Will
the teacher be open, or just an impartial observer monitoring
streams of consciousness flowing through the class? There’
is a method, however, that hers elucidate these feelings.
The way is via autobiographg, through a process that Pinar
has conceptualized as currere. 112

Schubert and Lopez relate steps taken with students in a
Chicago barrio and those in a graduate course to create]
curriculum.  The researchers’ findings substantiated thef are to allow individuals to become ers hat is. b
concern that whatever action is undertaken, it should “(1)8 beings who do not act in a detachecll) ol?'ns, ve was, tomar
build upon students’ pasts; (2) enable them to imaginatively @ other human beings but are immediatel i];frtllve c\{v ay lt;oward
project futures to which they can aspire; (3) magnify the@ about them. Much of the social scienZe ean h“];lt those
bewildering swarm that is their present; and (4) help students @ to indicate a belief that researcht fias come
create a synthesis of these three great episodes of living,””!!? §

The full environment is there to help develop and elicit
the point of contact between student and student, student
and teacher. The Schuberts experimented with a variety @
of means for helping students identify the realities in their§§
environment, that of the children and of the graduate@®
student. In the final analysis, it is the total environment§#
in which the reconceptualist tries to situate the curriculum.;

. with the learner as a human being rather than simply an

4 orgla;nits'md and as a whole person rather than simply a dis-
‘e::;s;.:fl:“ intellect or a respository of cognitive pro-
Education is what a person can become individuall
perso.nally,.a.nd as a member of a community. As one cost’
to grips with the power of imagination he can personally
| engage in an active dialogue with literature, history, or
| science. These are no longer contents to be simple mastered
i but sources for stimulating the total student. ’
The task is now to arrive at a curriculum design that
 allows for the individual’s maximum dialogue with himself,
' the text or the art form. “But most curriculum theorizing
| has been cha.racl:gerized by abstraction severed from its corf
crete ground.”i15 But even while the reconceptualists
. themselves talk of heightened consciousness, Mazza observes
| that 2 great deal more needs to be done to sharpen the con-
ceptua’ tools to take action. Otherwise they will not meet
 their challenge. 116 More is needed if curricalum structures

..to focu.s on what is common means ignoring what is
not. While in natural science such a view is evidentl

necessary, in the human life sciences it is misleadin

With Kierkegaard, 1 acknowledge that human Ii?e-
manifest itself in individuals. Groups,” for example
Is a concept we invent for intellectual economy and
ffdr;»;g;?:eﬁgo enable us to refer to similarities among
Renewing Curriculum Theory: A Conclusion

Whether one works out of the personal setting or ths
social orbit of interaction, a formulated goal could be lifted
from an Association for Superivison and Curriculum Develop-
ment publication, To Nurture Humaneness. This booklt
documented an increasingly growing list of person-centered
approaches with the seemingly common thread: “A concemn}

._ ar:lnnd that one is dealing with an evolutionary phenomenon
¢ads to an appreciation of his inaugural call to all concerned.
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and to relate to them more fully. Education increases
the range and complexity of relationships that make
sense to us to which we can contribute and on which
we can bring to bear competent ethical and practical

judgment, !

As curricularists we must address ourse.lves tof t111de
historically-established concerns of the curriculum fie
We must continue to address ourse!ves to our cqnten;i
poraries in the field: to traditionalists and conc? tu
empiricists. We must explicate the nature of our efforts,

and at the same time.attelllllp tto Offei c:)l:lr tv}:: ri::ef' 1 To a large extent much of the effort to these ends has
way which will Peﬂ?“ ot ers_tthingl curriculum and@ gown out of empirical research and technically oriented
to make syntheses of reconcept o] theory.118 § designs. The type of decision-making found in’the Tyler
traditional and conceptual-empirical theory. Rationale and behavioral taxonomies, however, does not
. satisfy those who would reconceptualize the field. Their
' goal is to expand the type of curricular discourse that

%ocuses on personal and social values. The student assumes
- the responsibility of being a critic and self-critic, in the
¢ larger social milieu, and as a partner in dialogue.

An ancient rabbinic source has given us a rationale f(l)(r-
our efforts: “Yours is not the task to complete Fhe:;l work,’
neither, however, are you allowed to desist fromblt altoget-
her. The day is short.” 1! So shall we make beginnings,

: i the tentativeness§ 1€
using our forebears, yet always mindful of §  Macdonald says that such critical study ought to focus

. . i is in mind, let us now} X .

of their findings and ours. Wlthtf:f;t? T}ll‘;g’ ::e u]ames i on the functions that curriculum serves: for example, what
turn to four leadm}% fc::lclevl[:axine Greene. and William @ are the psyghologice!l, politica}l, and ethical implicati.ons
Macdonald, Dwayne Huebner, ’  of the theorist’s choice of design or of specific materials.
Pinar.

& Such choices, he argues, grow out of various cognitive
human interests; for the purpose of understanding how
i choices are made, they cannot be detached from the
| personally held meaning structure of the theorist. The work
| of curricularists reflect basic inclinations towards social
¢ control, consensus, or personal liberation. These interests
Lare manifested in curricular decisions involving inter-
 personal relationships among students and teachers, selec-
tion of materials and the creation of educative settings.
. Macdonald’s attempts to reconceptualize the act of
t knowing in the context of the curriculum reflects two
I major priorities:

Bringing Knowledge, Knowing, and Knower Together:
The Reconceptualization of James B. Macdonald

Introduction

The curriculum field originated, as we have seen abow .
through the efforts of progressive-minded educators to :-in :
schooling a relevant activity. The unprecedented needs of
American school children in the latter part of the n
teenth century demanded radical departures. Edgcato ;
attempted to ascertain exactly which needs had 1:10 i._er met
and then organized knowledge into proper curric alr ame g
works.  Scientific discovery and skillful app 1ca11;10 4
encouraged some educators to try systematically tlo | 3
a new social order. The optimism t'hat unbue;d schoo pleop :
then is renewed in our day. Friedenberg’s credo clearly

speaks to us:

One has been expressed in a desire to construct in-

tellectually satisfying conceptual maps of the human
condition which were educationally meaningful and

personally satisfying. The second has been expressed
in a utopian hope that somehow people could improve
the qua.Il)it of their existence, s ecifically through
educationai, processes and general[[;( through broader

The highest function of education, I would maintain, igie social policy.

“to help people understand the meaning of their lives

Essays [
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. the curriculum.

Moreover, it seems that for many people the purpose of
the_ scbool is more school, leading to credentials that alone
maintain status, influence, power. The school’s urpos
. according to reconceptualists, should enable a broalt)i sgt C%
| hqrfla.n capacities to develop, leading to criticall awaro
3 lc11I'1t:1r:a]1y {u}?cﬁoning persons. However, traditionzl currisz

acl:ir:n‘:c]):asedasubien geared altlo guiding principles, prescriptive
fctions pon rationally denved' values. Macdonald’s
Ing attempts to grasp the relationship between what

The reconceptualists, and James Macdonald in particular,
are not detached observers. They contend that neither a §&
broad study of the field nor discussion of decision making #&
is maximally valuable unless there is an on-going effort at
personal integration with content. The theorist’s work in
this regard is a model for student activity in whatever course
of knowledge inquiry he or she has undertaken.

The reconcepttﬂists are committed to expanding curric- |
ulum discourse to include more than technical issues such
as grouping, distribution and use of materials, and account-
ability for fulfilling standardized tasks. A larger issue @ students perceive as happening on a d 5
requires attention. How does one achieve a good society; ® what institutions acknow. edgegto beath ay to day basis and
also, in what ways does a person act in such a community? @ Another way of inquiring into th e:llr.essennal A e
What are the types of moral relationships that emerge within & is to ask, J ¢ quality of school life
and outside the school? Such questions are not answerable
merely by the accumulation of information or an exposure
to the methodologies of knowledge acquisition. Whitehead’s |
insight relates to the priorities Macdonald has established. #

Thm whose interest is the activity of the school?
( a_ll'S) presents contradictions when the form and
Eu ity of work, power, and language create conflicts
etween the everyday living int f i
e y g interests of those experienc-
agfe;ncie aictlwt}.l, :mdh otiler explicit or implicit external
s Imposing school activity in the servi i
own interests. 7 rrice of thei

What I am anxious to impress on you is that though i
knowledge is one chief aim of intellectual education, &
there is another ingredient, vaguer but greater, and more §#
dominating in its importance. The ancients called it
wisdom. You cannot be wise without some basis,
of knowledge; but you can easily acquire knowledge]
and remain bare of wisdom.

Macdonald agrees that language expresses g i
_. w}}at tl.le wo:ﬂ is_ or shouldg;:.g It is \?aluativec,,r:ﬁgu;]?ttfil;
. ;Inr:itlon is often hidden by claims of alleged objectivity.
g € contemporary school setting, linguistic communication

; rough curriculum is freguently based on utilitarian needs
_}:udents. are often asked simply to describe the visible
characteristics of their worlds in terms of clearly stated

The Quality of School Life

Critics like Macdonald argue that there is little quality ind
school life today. The search for knowledge or wisdom is}
hampered by the absence of human relationships withini Isocial studies is

: ] : geared to lower level iti
the structures of mass education. The predicament of edu: ¢ cognitive processes
cation today reflects conditions in the larger societyaltha Eeater concern for aesthetic and moral metaphors in helpi
have affected our consciousness of what is normal orffthe student to deriv ing.5 n helping
f € meaning.” Opportunities should b
e

acceptable. There is a strong inclination to problem solving
based on technological methodologies, bureaucratic organizad
tion., and a consumer-oriented ethic. * Macdonald arg
that although *vision” and “transcendence have been

ically ignored, they are necesary and legitimate notions for

3 curricular Process as autobiographic persons. One’s past
o 11presen-t:—-a.n‘t.{ imagined future-have a great deal to do
with perceived ' personal significance of arts, humanities, or

sciences. 'The connection b :
etween one’s i
Iment and hnadise AL bnaseladan a3 PLersonaI COI‘nml;t-

Borne
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- school can be appreciated: administration, planning,
instruction, characteristics of staff and students. The
behaviors and interactions observed allow one to talk
about curriculum in terms of rationales: the technical,

explicated, as a way of improving the qual%l?r of school life. |

The quality of school life, however, will not be ﬁltgred
simply by achieving a “new consciousness” of. contradiction,
discrepancies, or awareness of the school whu?h Macc_lona.‘ld out lu . es: th '
calls a “double agent.””” Neither will innovative action in 8 scientific, political, aesthetic, and ethical. * Theorists
the absence of critical thought by the theorist avail. The § do not create learning environments arbitrarily. Action
quality of school life will improve only when people leg.rn § ensues frqm knquledge inquiry based upon more than
to evaluate how personally held values affect and derive @ objectivistic empmcalnanalytlc means. Summarizing the
from norms in the larger society—and then to act on these @ writing of _Habermas, Macc%onald cites !‘.he lumtatlc_m
new recognitions. Macdonald’s career provides us an impor- @ of monologic and hermeneutic understanding of meaning.
tant insight. He *‘...spent ten yearsin empirical research and H.e says, “The trouble with both moc!es is that t]_aey'h'ave
technical development work in which he claims he was @ divorced themselves from sel_f-re.ﬂectlon;' for objectivism
enamored with taxonomies (and) general systems theorx deluf:les the knower by projecting an nna%fe of a self-
and technical schemes such as the Tyler Rationale...”® @ subsistent world of facts strt_lctpred in la\iv ike manner;
Macdonald expresses the importance of bridging the gap @ and tI‘}LzlS conceals the a priori constitutions of these
between value perception and technical action. ' | facts.” ‘ . '

Underlying continuing self-scrutiny and professional ; Macdonalcll appreciates the perspective self—reﬂe.ctlon
selfjudgments is his credo, “that all curriculum talk and provides for identifying the sources of dlffe;ent curricular
work is value based. Further examination of much of our § value patterns. He proposes t]:lree human interests: con-
curricular talk and work often reveals a failure to clearly  trol, consensus, and em?ncipgnon; understanding them is
identify and relate values to work in progress.” 9 ' _deri:vgd from' self-rg,ﬂectl.on. 1 .B.y c;ontrpl h_e means the

He challenges us to be honest, morally forthnght. about S fief:lslon-makmg orientation implicit in sc1ent1ﬁc-rat1‘ona1-
the knowledge inquiry approaches we advocate. Curriculum @ istic _methodology.  Consensus refers to a practically
work requires a strong degree of self-honesty. Macdonald { cognitive means-ends agreement about wh1ch'know1e e
urges other theorists to locate and clarify those values that 8 is of most wgrth_ and v.vhlch.cumcular designs .s].m d
underly their professional actions to bring abou'f the “gopd _ folloyv.. Emgnmpguon or liberation results from a critically
life.” He enables others to try to narrow the discrepancies § cognitive orientation. - -
between what one believes, what one says, and, ultimately, 8 Macdonald recommends more attention be given to
what one does.  the third mode, the emancipatory and liberational. In
@ terms  of curriculum, management by objectives--
 obtained from experts or consensually-does not begin to
@ engage the full human capacities for creative, imaginative
bactions. On this point Macdonald draws from Piaget and
iJames. The latter two argued that knowing, reason, and
ireality were known primarily in the act of doing. Of the
‘two, Macdonald says,

Knowledge and Decision-Making

The fundamental reality upon which curriculum is built is
the real concerns and aspirations of people. Macdonald
refers to this as an ontological focus, which enables him to
ask a crucial question: What is or is not learned; what can
or cannot be clleau'ned; and why? The response is obviously
not made in a vacuum but in the realm of the ordinary §
experiences in the larger world. The political, economic, ant% :
social relationships that are identifiable outside the school #&

. 1 Cabiida

cle mmniins webiah dha antiuitiae Af the

Neither man begins with knowledge as a primary
starting point, but with pure experiences (James)

ticenre TR
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are frequently confused and used interchangeably. They
are qualitatively different in his approach to knowledge
inquiry. ‘ _ .

Macdonald cites Piaget, Dewey, Erickson, Bruner, and|
Kohlberg as examples of developmental social construction §
of reality~that have exempted the person from the process.

...from Locke to the present day, abstract individualism
presupposes a picture of civil society, where members;
are independent centers of consciousness and possessy
non-context-dependent centers of consciousness and
possess non-context-dependent interests, wants, natures,
purposes, needs, etc...Concrete individualism conceives}
of the individual as a person, an agent of choice-i
source of (yet to be discovered) intentional purposes,
capable of valuing (yet to be discovered) activities)
and involvements and capable of (yet to be discovered}]
forms of self development. 1*

In arguing against abstract theorizing, Macdonald
attempts to translate theory into “practical” deliberation
and common sense decision-making. In other words, valu
inquiry requires one to note what is crucial in the proces

L process is crucial if we are to reall
 that affect our selection,
 of content and means of
| activity also has the merit
i to liberation by a momen
 real dissolution of the subj

57

; From Consciousness to Spirit:Centering as the Aim of Education

Macdonald has already provided us with a ¢
velopmental model for curriculum. The :imr?)nfsiﬁlilsd?él:i

liogy is centering, allowing the person to full imi
: in o maximiz
uman capacities. ) e

playi{lgf
iprinciple, physical education, and i

e , educating for percep-
. Here he is cultivating the meaning of the unseen. It is
: %roper antidote to the utilitarian, rational business.like

ties.  This is done through pattern making,
meditative thinking, imagining, the aesthetic

2

approaches to the traditional curriculum. Further.

more, centering is a healing therapy, bridging the mind-body

and what is peripheral. Equal weight is not given to all judglil paration. We are biological entities with spiritual aspira-

ments. We are all aware, to begin with, that while societj
makes rules for itself, not all advances and norms are of
same import: For example, Macdonald distin%-uishes in 4
school setting between preference rules, e.g., hall privileges
and constitutive rules, e.g., forbidding cheating. Preferenc
rules and constitutive ru%es are also found in society as 3
whole: military service, dress codes, pre-marital and extra
marital sex, a college education, and “basic” educatior
for example. One needs to delineate differences and similas
ities in order to know what one really must do to transla
value judgment into action. The student cannot assimilat]
all rules as important.  “Relevancy” might be judged by thd
student on the basis of the intercﬁange between preferenc
and constitutive rules. "

Socio-drama or autobiography are two means of elicitin

I3

our responses: do the questions embodying curriculum desig
ac? Tha r“ln—l.

. .
...-.fl.-.,.o- ﬁ-r\rn—n—t\r\ -111.-.4- M Aokt EIITa e

N0

pward any “fixed content of

Sons.  Centering, as an aim of education, has a definite

ous dimension according to a recent reviewer.

Macdonal.d’s appreciation of the potential of our relip-
ious traditions to provide an adequate framework ffr
contemporary education is a needed corrective to the
historical myopia of those religious educators who
in their search for identity, focus their attention ex.

clusively on the frameworks of a K
rationales of a Tyler. 22 of a Kohlberg or the

4 Tgljfnrehgous perspective simultaneously adds a broaden-
! ension to curriculum work—can anything ever be
wn completely-and a unique expansiveness.

Phenix
of the transcendent urie as that which resists the urge

nowledge, beliefs or skills that

_ y understand the values
Interpretation, and organization
inquiry. “This kind of reflective
of completing the human response
tary ia):}d scc)imetimes tentative but
ect-object distinction

] and humanely damaging in Wé]stern Ciﬁlizatigfl.[’)'l;%vaiim
-other words, this very human dimension of self-reflection
-strengthens the battle against means-ends curriculum work.

Essays [



58 Journal of CUrncuium 1AEOIIZULE Vii  a Giuunig 50

| interests do not exist in a vacuum but are manifested in
. human relationships. Huebner is very concerned that curricu-
' lum both mirror and help create caring, loving, open rela-
| tionships. One task of philosophy is to help clarify our
- language usages. There is a moral quality to being precise.
 In simple terms, people ought to know what they mean and
. mean what they say. Educators need to be particularly
| sensitive to this issue of clarity in language since the cogni-
tive, affective, and physical growth of a creature is at stake.
Open communication is hampered by the inclination to
_control and manipulate people. Huebner suggests that
 schools exist as political insitutions whose major catego
 of “goods and services” is power. Power itse{f is neutral;
- however, it is often exercised by curricularists, practitioners
| and administrators to limit creative expression and personal
| inquiries. One example is predetermined expectations for
¢ the student, translated into goals, objectives, and specific
 learning activities. This approach is characteristic of the
' raditionalists whose guiding principles for curriculum con-
¢ struction were based on assumptions about learning, the
 needs of society or the pupil. The real problem is that
| guidance may easily be synonymous with governance, and
 that is a political issue!
§  Huebner suggests alternative ways of understanding what
# is curriculum. Of the various value systems or rationales that
structure curriculum writing, Huebner identifies the aesthetic
¥ and ethical modes as most important. For him the educative
 environment is a place of more than physical structures,
 and tools of the trade-texts, professional apparatus, supplies.
The educative environment, in its broadest sense, is where
' the means of inquiry and discovered knowledge draw out
the student’s response-ability. It is a place for trying to
reconcile order and chaos in an aesthetic sense by personal-
iizing the implications of both. By realizing how states of
ibeing exist in one’s own life, it may be easter to deal with
itheir conditions in the world at large.

the learner is meant to acquire.”?’ Macdonald disdains
the instrumental, the thing-a-fication of a life of holistic §
knowing. He does not ignore science but rather scientism.
Science is part of a whole universe, all of which will never 3
be known, none of which should ever be ignored. It isin
this mood Macdonald suggests that

The act of theorizing is an act of faith, a religious act.
It is the expression of belief, and as William James
clearly expounds in The Will to Believe, belief ne-§
cessitates an act of the moral will based on faith, Cur-4
riculum theorizing is a prayerful act. It is an expression,
of the humanistic vision in life.2*

Theorizing, critical reflection, and praxis require th'e joint §
participation of student and teacher. An act of faith, by
Macdonald’s  definition, is not carried forth in solitude.
One locates that point in which self realization illumines-
while personally relating to another creature. Curricular]
content, explicitly formulated as bodies of information,
facts and figures, may facilitate the approach of centering}
He would agree that “hard data” situates one in the world.
The teacher can serve as an authentic model of how a person
can allow the world to talk through him, not for him. -

Value, Language and Curriculum:
The Reconceptualization of Dwayne Huebner

Introduction

Dwayne Huebner asks curricularists to consider the way]
they use language in their work. He asserts that the language
used in educational endeavors reflects the various value
systems to which theorists and practitioners lay claim:
Like Macdonald, above, he believes that curricularists are
often unconscious of the value frameworks and language

usage thﬁ implement in their work. Huebner POiIltS ouf The e . . f .

Y . . f pt to ﬂnd beauty and mtegnty in th Wld
Wi fuse a]le ed statements Of fact with Value uagsE N est
how we con g ] range of forms and sources Of knowledge is an aesthetic

ments; some observers consider this to be practicing philosol . Ik ‘ . .
phical analysis. These values and value judgments andi d ethical issue. It has a significant ethical dimension.

Essays [N
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and environmental forms that he creates....Theorists
should call attention to the tools used for the shaping
(of the world) in order that the world being shaped
can be more beautiful and just. !

Huebner advocates that persons in the educative environment |
seek to restore a wholeness to their lives. Much of the dis- 1
sension that exists in the world is a result of incomplete §
attentiveness. Listening is an art fom_l to be n}lrtured and @&
helps transform detached individuals into relating persons. §
Huebner mentions that conversation is both the content
as well as a process that builds relationships. Within the
educative environment, concentration makes persons aware §
of one another as temporal creatures. Conversation implies
that two persons actively listen, speak less, and so care for
one another more. For him, temporality is related to an
appreciation of the present moment with its possibilities for |
such heightened communication. ' o
The traditional language of learning-goals, objectives,
scope, sequence, and activity—are not wrong, only insuffi-

| Huebner’s early professional orientation was instrumental,
| in a negative way, in guiding him towards a so-called “un.
: covering” function in his work. From a background in
{ positivistic science he moved into teaching philosophy
{ and religion. Alienated from a goals-objectives erspective
{in traditional educative environments, he sought afternatives.
¢ Contact with varying theological and philosophical traditions
brought him new awareness. He thus formed the basis
for an expanded methodology for comprehending varying
rcurriculum  rationales and language usage. He wondered,
cient. Science affords school persons an opportunity to 8 “How could one plan education:f futures via behavior ob-
inquire, to test, to establish controlled experiments about@iectives when the mystical literature emphasized the present
human behavior. But there is a question of value that goes# moment and the need to let the future care for itself>"” 2
beyond the knowledge the scientific method can uncover. 8 Huebner is concerned with the processes that mark inner
B change and transformation. But such an approach does not
tlead to an ego-centered retreat from the affairs of the day
{to day world. For Huebner, consciousness implies a strong,
social commitment. In other words, “This requires awareness
ithat the concern for the possibilities of the individual with-
fout equal concern for the social-political-economic condi-
ttion within which we all live is hollow and meaningless.”>
. Huebner and other reconceptualists have tried to identify
the value systems that motivate alternative curricular efforts
in the classroom. This has heightened our awareness of the
ipossibilities and constraints of the major rationales evident
jin curriculum writing today. In a recent study of recon-
ceptualization, Mazza identified Huebner as a leader in this
Ecritical movement.,

Value Systems and Language Usages

Huebner continues Macdonald’s argument against a,
perceived uncritical accpetance of technological rationality.:
The need for clarity of predetermined goals and effective
evaluation of carefully delineated learning activities occupies
the traditionalists and conceptual empiricists to a large]
extent. However, for the reconceptualists, curr1cu1}1m
writing should be comprehended from a larger perspective.

Huebner agrees with Macdonald that the characteristic
language of the traditionalist literature (and all cumculug
writing) reflects basic human interests. Through the recon’
ceptualists’ critical theoretical concern with Ia,_nguage, one
can indentify and articulate these interests which result in
the formation of special value systems. In short, as theorists,
we reconsider options as choosing, self-reflective creatures.
The task of the curriculum theorist

The thrust of the aesthetic/philosophic critique is the
concern for the intrinsic nature and quality of the educa-
tional experience, apart from its utilitarian function
for the achievement of goals. The original outline of
..ds to lay bare the structure of his being-in-the-world® this critique was forged by Dwayne Huebner in his

and to articulate this structure through the 4 '

*
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opposition to the ce nerality of the category of objectives band perhaps scientific values without adequate attention
and learning in curriculum theory.

Eto the esthetic and ethical values.””

. Both rationales are concerned with the qualitative inter-
haction of a person with the environment. That environment
is created through efforts to derive meaning from symbolic
representation of reality. People share the ability to see
patterns, to express themselves in metaphor, and to act on
ithe basis of that knowledge. Common to both rationales
is an avoidance of the ends-means patterning in curriculum
where “use” of individuals as things disrupts the natural
harmony of life. Huebner says it thusly: “The intent
throughout classroom activity is not a search for precon-
,ceivedg ends but a search for beauty, for integrity and form
fand the peace which accompanies them, and for truth as life
as unveiled through the acting and speaking of the partici-

pants.”$

| Although there are commonalities between the two

tationales, each has its own characteristics. Art is the act

of transforming chaos to order, the unformed to form,

tissonance to harmony. Though each expression is grasped

through the subjective perception of the artist, a basic truth -
s conveyed: one’s intelligence, emotions, and spirit join

fogether as meaning emerges through contact with an arti-

fact. Whereas technology symbolizes humankind’s domina-

tion of the world, aesthetic knowledge seeks for integration

of the world with all one’s faculties. Science enables us to

fnalyze constituent parts of the whole; art aids us to appre-

tiate that the whole is greater than the sum of its parts.

' The aesthetic rationale of curriculum is inextricab y re-

fated to the ethical realm. In both instances, a tension can

be felt: limit versus extension, material versus spiritual,

ihe articulate versus the ineffable. Huebner suggests that in

gonfronting an artifact or another creature one is imme-

diately impressed with the particular aspects, the details

bf what the senses say is there. Nevertheless, the existing

biect or individual is there, too, as a whole, despite the

mperfections in human perception. The artist, the student,

flie one who is wide-awake (in Greene's terms), senses the

bossibility of gradually making whole that which is separate

hd detached. As one focuses on the existing but elusive

Huebner has a multifaceted background. His methodology}
has been framed by technical training and a predilection tof
humanistic education. We shall now examine some of the
content of his theoretical position. _ ' ;
He speaks of five value systems that curnculansts.tg
to identify and/or develép. He labels thgse as technical]
political, scientific, aesthetic, and ethical. _ At this point
in time, while all five are crucial to the valuing process, the
technical, political, and scientific rationales are dominant;
The technical orientation grows from the society’s need to
remain industrially and economically viable, thus hopefully
assuring a guarantee for the physical welfare of its citizens
Of necessity there is a means-ends approach where objectivesj
activities, and evaluations are clearly delineated. He finds
that the discourse systems of psychology and sociologg
legitimize the “analysis of the individual in the present of
future social order...in terms of concepts, skills, attitudeg
or other behavioral terms.”” _ ]
Second, he admits that political power is not unimportanf
in the curriculum enterprise. Politics is the art of influence;
Yet in the process of acquiring needed resources for alloca
tion, and the placement of professional§ to carry out duties
power may become a manipulatory end-in-itself.
Third, knowledge holds a great deal of power that. can bg
elicited by scienti%lc activity in the form of experiments
design. Posing certain hypotheses, the theoglst may dlsc.ov
why students react emotionally or physiologically in
given set of circumstances. ' :
Finally, there are aesthetic and f:thlcal value syste 5
helping us grasp what is going on in the classroom an
larger society. One observes how both of these rationald
can symbolize a search for wholeness, unity. They suppl
the moral question, “Why,” in regard to the function .
of the first three utilitarianlike value systems. Huebng
views the larger picture: “Indeed, the insignificance anf
inferior quality of much teaching today may be a ife
of“attempts to maximize only the technical and politig

E.ssays-
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sense of wholeness in the object of the world, a parallel & terms of the totality, the present in terms of the past and
awareness of an inner personal unity is manifest. R

the future, and recognize th icti
. | unity i , at contradictions are also am
The teacher recognizes this situation well. He or she has & of relationship which offer as much understanding of (:}{11:
been where the student now stands, and, in fact, continues &

X | present moment as cause and effect relationships’!?
to sense these apparently irreconcilable tensions. The teacher & p

s . . \ | The methodology emerges from consciousness. It is a
nurtures that educative environment in which personal ® mode of knowing one’s self-reflective autobiography in th
awareness of these tensions is the first step of human matur- grapny .

| context of one’s lived in community. H isti
N . . . N ’ e m )
ity. In a selfreflective way the student is aided to realize - 4 e

| tion between teachers who are “individuals”
5 . v . 0. R .. uals -~
his own fPotent;m.hty through the act of wisdom. “This is the & live apart and contemplate only their own nee::llzosane dWho
unique function of the teacher, the human aspect of the | as-

¥ pirations—and teachers who are “persons’-those
specific educational environment, who shares the rhythms P who see

| themselves takin t in the 1 ;
of continuity and change, of necessity and freedom, with & adults and child%erll?.ar I-;Eel;n:r f«%:;c;?:zj I:Ken;:gfcahlp 0;
his students.” L

: aesthetic rati i ] :

The teacher assumes a tremendous responsibility in the 8 ploitation i:: n]iesr;:o;f:;dd}:; t‘tﬁ;tni?llpda“?n 3";11‘1 (25
presence of students. The ethical rationality of educational ® system of means-ends. In the ideal ey are: a blatant
activity is nurtured by the teacher who accepts certain key & be viewed as ends in themselves system persons would
concepts as integral to classroom endeavors. They are @ '
response-ability, conversation, promise, and fcn-gi\.faness.10 :
Imaginative expression of meaning is most significant |

s

when shared with another person in the act of conversation. Curricularists’
At . sts’ use of languape reflec
The disciplines are one way we order, analyze, and synthesize| guag ts value systems

tselected by the theorist. Huebner su i
. ' 3 . ests that the
the elements of the wor d. They are one vehicle of our® ought to be much more self-conscious agﬁout their fo 01:5"':,
response-ability. The knowledge that one derives from# L e

| discourse since | i "
disciplined inquiry can be brought forth as an expression of @other disciplines :r? maigsisl: d‘?g’?ﬁeai?s::f uncritically from

promise between student and educator. There is joy ing8
study, in uncovering meaning that builds a new future §§
But the power to influence, to facilitate, to draw out, is@f
complemented by a weakness. The educator is not infallible
but is subject to pride, faulty judgment, misinformation 38
The promise of new knowing is accompanied by readiness
to forgive others and oneself for errors committed inf
common classroom endeavors. ¥

From an aesthetic and ethical perspective one proceeds
with an idealized version of wholeness. The type of dua
dialectic espoused by Macdonald begins to enable one to sesf
the sources of imperfection in this vision. Critical methods
ologies inform educators and students alike of the distortion
of human relationships and the failure of language usageMCurriculum specialists, teachers, administrators, radical
to express promise and forgiveness. Identifying his method@¥critics, and students utilize lan,gua.ge according to thiir
ology as dialectical, Huebner means “...seeing the part ifffimmediate operating contexts and motivating infirests (see
‘Macdonald). Several examples should suffice to indicate

Language Usage

But the unique characteristic of the curricularist is
that he is a human being: able to be caught in someone
else’s “.reb (of language), able to make his own, but
more significantly, aﬁe to stand back and behofd its
beauty and form, to study is structure and function
and to generate new web-like patterns.!2 ,

i {-I.uebner points out that we use (or misuse) language in
_mu t'1tude of ways--to describe, to explain, to control,
redlcti, or manipulate, rationalize, legitimize, or to seek

; 13
affiliation. At the outset, he makes us aware that there
is no single way of discoursing about curricular happenings.

Gecnrre [
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| critics such as Huebner to develop language that will help
s}rlia‘;ﬁne an environment that goes beyond the graphic, mat-
etial designs brought on by science and technology, however
efficient.” Perspectives provided by Third force psychology
$ phenomenology, and mysticism have moved theorists such
as Huebner to engage the aesthetic and ethical as key
rationales for critiquing designs. But more than rationality
- and te:f:_hmque are involved. In other words, there are more
than “inputs” and “outcomes” involved for the theorist

¢ who speaks in terms of vision, transcendence, and personal
§ meaning,

the pitfalls of uncritical talk or possibilities for innovative
conversation. ]
We describe routines in the class, and expectations for
grading, as well as school policy. Nevertheless, as Huebner
points out, description is used not only for material relations
or bureaucratic operations but also for one’s fears or dreams
via poetry and other literary sources. In other words, the
theorist should be aware that students’ needs for self-ex- |
pression cannot be limited to the conventional prose of
“short answer essay” if creative classroom activity is to be
appreciated in the widest possible way.

Turning to the language of affiliation, one sees how the
framing of behavioral and cognitive objectives and evalua- &
tions reflects the curricularist’s attraction to scholars and &
empirical scientists with whom they wish to be identified &

For example, as curricularists adopt and adapt language §

“Making knowledge available...is also
an existential and political matter.”

from other disciplines, such as psychology, there are certain

limitations. “Learning” is a term used to cover many pheno- @& . ..
' . i e theorist is sensitive i .~

mena that can be watched, measured, and ev_aluated in a @ ihin the curriculam for e:}‘:ict;liezfllggath;)}fetioppﬁrtur}lt:les
clinic, laboratac:i(, or classroom. But learning in that sense @@ . . Bureaucratic organization ma t](::v a:t :hv ue judg-
is not necessarily an accurate phrase to express the whole @ y e nurturin

‘W of environments receptive to these rationales. b
. : : ol g ut people
exf[laengnce of Fhel %erson. Kgoavlvledgee Hif{;’lilfzn a?;ia:s?l llkt:, Huebner are optimistic that situations can be cPreatP;d
e Tﬁnc&n may fmc uhe la g.n;i‘t dif: ur:s:rar.l d used in another which will evoke personal responses, thus shifting some of
s j ed out ok pyciorogical isco al ithe traditional expectations of what education can id
realm,such as curriculum, the scientific checks are not always@ o ™ tates that “..the educationd] : Pr?whe.
brought with it. A word or expression current in curricular@ - and should oo le 1 ational - question ‘what
discourse may be no longer viable in the parent discoursel@ e mz(;::gcgses?&e fearn, lC)an bec?me_ ‘how can
system.” 1* For example, “Basics”: the term at one t}ime}{lad Fcharacteristics?"15 e tor use by people with diverse
i i he three Rs. Today the thre . '

conjured up an image of the ¢ bili dY iorocal @ . In this sense curriculum is what develops in th

Rs may well be relevance, response-ability, and reciprocabg¥ selrefloctive il elops in the process
ness with meanings that transcend mere mechanical skills @ » Critical inqu

of the source
.f content. Making knowledlgrg available, howi’v:r:zgaizdile;:

ly a pedagogical act. It is also an existential and poli-
fcal matter. The theorist may be unable to make the
widest sources of knowledge available to another because
he himself is not open. He is blocked in intellectual and
gmotional development.  Therefore, academic decisions
ibout how to go about designing an environment for others
ire not clearly made. In the discussion of Freire, above, it
fas shown how an incapacity to reflect on the nature of

Language as a Source of Educative Environments

Huebner reminds us how Dewey suggested the construc
tion of an environment that would educate. For example]
scientific research in industry and the military result in g
systems approach to learning, while stimulus and responss
studies often come up with recommendations for the school’
efficiency and effectiveness. Curricularists are asked by

Essays M
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. more fully developed by Pinar. Behavioral and cognitive
b changes, geared to the attainment of some postulated future
| good-to count by tens, to recite the Presidents by heart,
 etc.—are rooted in a certain time and place. Temporality
the rights of the young by talk of protecting them, (but) & implies that life’s meaning is to be grasped in much wider
we are perhaps more likely to do it because we want to @ terms.

take our adult world for granted, and not have it brought §
into question by the young.””!6 4

our speech reduces our power to act to influence others.
Similarly, the power to influence others is political and ]
exemplifies the degree of one’s ethical concerns for another.
In an unreflective state,"...we zlljustify (the) abridgement of §

A man’s life cannot be described by what he is or what
he does at a given time. His life is a complete some-
thing, capable of description only when the moments
from beginning to end are unified by death. ..Might
it not be possible, then, that insights into curriculum
planning for the individual are tol%)e sought in the dis-
cipline of biography, as well as within the discipline of
psychology #8

Temporality

The world is not to be taken for granted. We have already
critiqued value systems and language usages, lest they not &
be viewed and used uncritically. But we have not elucidated §
the real underlying problem. That problem is basically one @&
of time, of prescriptions of change, and the ability to struc-
ture or control it, first in our own lives and in those of @  Everything is geared to maximizing the student’s ability
others. Huebner says that this is related to temporality, or @ to confront his future and/or reclaim his past in relational
the existential nature of man, especially now in a rapidiy] Proximia?' to others. Huebner does not ignore rational
changing age. @ empirical sources for this task. A scientific rationality has

We have noted how Toffler’s Future Shock documented @ been shown to be one of the legitimate ways of examining
the unbelievable pace of change, leaving us unprepared and§ cumicular activity. ~ Science, like knowledge, is neutral.
detached. Goals, purposes, and objectives are ways of pre- i It depends upon its technological applications as to what
paring the student for achievement in the future based onj cthical judgment will be made. In this regard Huebner says,
the best of past heritage. However, Huebner goes on, the} ' “By using learning theory to build educational environments
ability to state the purposes of the school neglects the reall we make it possible for the teacher to enter into significant
flux world in which the student lives. Furthermore, 3 dialogue with the student as human being, not simply learner.
This is the basis for my original distinction between learning
' and education.”??

. For example, programmed reading units can expedite
the advancement of children with special difficulties. Statis-

The present creeps in the teaching. It is when the edu i t
@ tical analysis of test results can reveal the significance of

cator must deal with the student that he seeminglyl )
drops the concern for the past or for the future andf certain aspects of group or individual learning process.

focuses upon the present. 7 { Huebner simply argues that the assumption underlying

(the scientific method and technological applications is not
Lalways apt. The self-critical introspective person, in the
process of reflection, can create knowledge. Such personal
L knowledge exists although neither science nor technology
 can verify it.

By their very nature, goals, objectives, and purposes
become statements of a desired future-a tomorrow.

Criticizing the language of learning (goals, etc.) is not
simply a matter of changing the forms of discourse. Altered
behavior is not the primary focus for measuring success of
failure of a curriculum. More is entailed. Huebner introduces
the notion of man as an autobiographical creature, a thems

Essays
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The Moral Aspects of Language 1920

| imposing them.
Huebner illustrates a related problem stemming from a
i misunderstanding about how certain assumed values make us

| competent,

Huebner is manifestly concerned about the moral
aspects of our communication in school places. The insti- !
tution does need certain structures that require measure- |
ment in terms of scores, groups norms, cost effective |
scheduling of personnel. But if this is the primary thrust
of language usage, how can one find out whether detached,
compliant, “achieving” learners have gained the power to
intuitively value their education-as persons. The society 8
gears us to think about mastery and competence as rungs |
on a ladder that somehow leads us to the vague goal of
success. But there are other kinds of talk that should be
taking place. '

First it is necessary for educators and administrators to

try to draw students, parents, and community leaders into @  Huebner’s great contribution is helping us reevaluate
conversation. It is through this kind of communication & what are the strengths and weaknesses in the value systems
that the aesthetic and ethical rationales, earlier discussed, ¢

- we implement through our educative environments. We
will emerge as primary value systems. Huebner asks that@ know that we invoke a political rationality when we decide
we disabuse ourselves of the illusion that cerrainty in ed-|

i what aspects of our heritage are to be represented in our
ucational practice is assured by our objective, systematic @ classrooms. The choice of content leads to decisions of how
methods of testing, measurement, and management. A

ito create that educative place which reflects the technical
focus on the aesthetic and ethical concern of the school @ values of utility and efficiency. But that technical role ought
will allow alternative views of success to be legitimated.’

inot to be seen as the fundamental concern of education,
Through the art of conversation one might come to appre-filt though it may be the educator’s main concern for training,
ciate how openness that leads to a certain vulnerability, is,

“He forgets that the basic quality of education is its moral
in fact, the source of great strength. Greene and Pinarl

' character that the function of a fabricated environment is
speak a great deal of how our structure of knowledge and @ to enable men to be more human, and that even fabricated
methods of inquiry ought to allow for more personalist,

| conditions can be subservient to man, symbolic of his spirit,
expressions of doubt, paradox, and conflict. The norm of

and tuned to his transcending qualities.’"22
consensus, political or otherwise, may not allow for a true i Assisting the reader to focus on alternative interpretations
articulation of beliefs or desire for action. -

lof environment, Huebner has still been criticized by White
Huebner draws on Paul Tillich and Paul Ricouer, a noted

] é 'tor not providing adequate practical supcestions. It is a
French philosopher, to put these questions of strength and iquestion of what one means by “practice.” White is both-
fallibility, . doubt and certainty into perspective for thelered by the beautiful descriptive talk about the moment of
school situation. Technical competency, skills and tradi

B “vision” when the “evolving, emergent educatee meshes
tions need preservation; we are obligated to increase their @ with the historicallg developing society in a hermeneutical
accessibility, for a contemporary nation must have thel 3

W classroom activity.”
widest range of talent from which to draw to insure crea Although White the practitioner is bothered by the flights
tivity and viability. = “But having them does not entaill

of Huebner the theorist, it does not mean that there is not

Conformity, loss of aspiration, and hiding feelings
are not a sign of personal strength. They are a sign of
inadequate social structures. The reason that teachers
do not know what to do when they recognize these
weaknesses, mistakes and embarrassment on tapes of
their teaching is that they do not work in a social
context that recognizes that doubt and fallibility as
essential-to maintain one’s humaneness and essential
as a source of continued growth and development.?!

Essays.
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applicability elsewhere. Huebner explicitly has said that]
skills and “techniques must be made accessible-only not}
be imposed. That is, the real world of the school is made!
up of two facets. There are instances where certain structurall
requirements of the school must be met—-organizational
groupings and evaluations of students~and there are instances
where knowledge is presented, but not as the only symbol
system for deriving meaning in life. Huebner has remindec
us of some questions to ask about the relationship between!
the two and that is practical advice. _

As Postman and Weingartner indicated more than a decads
ago, “teaching is a subversive activity.” It can undermine
neat political assumptions about the ideals of democracy
the neat assumptions we make about the infallibility of
science to provide unqualified ease and comfort, and the
assumptions we make about the worlds we use to describe
what we do. It can question the power relationships that
distinguish the classroom, or any other client-manager typ¢
of organization. It can undermine our own self-image
purveyors of means-ends, cause-effect techniques. But theg
all of this requires a self-honesty about what we want to b4
and do, vis-a-vis our students. Huebner forces the questiof
when he asserts that we must hear what we say, and saj
what we hear. Any curricular endeavor is ideally predicated
on this issue. :

kinds of critical inquiry that challenge scientific cause and
effect and technologically organized knowledge. The curricu-
lar orientations of the traditionalists and conceptual empiri-
cists have been found wanting as ways of dea[&i)ng with de-
personalization and alienation.

. In this context, we are drawn to the works of Maxine
Greene, She is preoccupied with teaching people to be
self-reflective  and critically aware of the refationship
among thought, feeling, and behavior. Implicit in her
writings is a feeling that unity among these three dimensions
s no longer perceived. Considered by many observers to
be an existentialist philosopher or theorist, Greene urges
s to personalize our investigations into various knowledge
sources and the value positions we take. Greene and others
argue that this situation has developed from educators who,
in Huebner’s words, have given primary attention to the
technical and scientific domains of curriculum.

Along with other existential thinkers in the twentieth
century America, she (Greene) takes a stand against the
unexamined assumptions of a society steeped in posit-
ivist thinking and social self-righteousness....And within
society, oppressive social institutions perpetuate that
single view of reality by discouraging consciousness.!

Consciousness, The Aesthetic and The Curriculum:

itivism in the practical means-ends application of tech-
The Reconceptualization of Maxine Greene fP

fically and scientifically based curriculum making. Rational
mput/output systems have been the convenient symbol
tilized by administrators in their bureaucratic guidance of
ractitioners in their work.2 It is necessary to redress the
fiibalance; rationality is not enough.
¢ The reconceptuaﬁsts, including Greene, would persuade
5 to open our eyes to what Alfred Schutz calls “multiple
alities.”  Greene, herself much influenced by Schutz,
s aesthetically related this issue to education:

Introduction ,

The reconceptualists have consistently suggested tha
curriculum be conceived from the perspective o?gheighten
consciousness or critical awareness. They have argued fg
the use of phenomenology, critical theory, politics, theologg
and language analysis. They contend that the malaise pef
vading our knowledge-rich, power-dominant society demang
a radical response from the schools. One could say that tff
reconceptua.ﬂsts thus far cited have tried to legitimate tif

" The curriculum, as I see it, may be regarded as a number
of provinces of meaning, each associated with the kinds
of experiences available to young people of different

E
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ages, with different biographies,...Our concern in teach-|
ing, it seems to me, is to enable our students to interpret;
these experiences, to ac?uaint them with and free them)

to reflect on the range of cognitive styles.”

A concern with indivisibility—and with the difficult
of encountering another as a person—is what leadys
me to turn to literature and the arts as a means of
E’xacllcmg u:;dersta.nding possible, not so much as an
Some Critical Concerns of Maxine Greene ]:,Et ?;?:_nsel:s% Zf ;E:S;ﬂ:z 5Of mankind, as some prefer,
Greene does not consider herself a theorist but rather as
one who engages in or “does” hilosophy; she specifically
wishes to avoid the reconceptualist designation.*  Frankly,
given the wide-ranging philosophic, literary, aestheticy
critical and historical dimensions constituting reconceptualisy
approaches, her caveat is more academic than real. We cer
tainly honor her opinion; nevertheless, her philosophid
osition substantiates the rationale offered by critically]
morally, and ethically concerned reconceptualists. ;
As a philosopher, Greene does not expect each teacher of
student to eclectically devise some sort of all-encompassing
system by which to derive meaning from life. Each en
counter with texts and companions can evoke a uniqus
response in the teacher or student. “The teacher has tg
decide what makes sense for him. The decision is, after all
the object of ‘doing philosophy’: to find aperatures if
the wail of what is taken for granted; to pierce the webd
of obscurity ...”
Greene asks the student to inquire into the tacitly hels
value systems by which we live &rough everyday activity
For example, what are our attitudes toward our work; hog
and why do we relate in certain ways to family members
companions, colleagues, and strangers? By “doing phi
osophy” one removes questions such as the *“value” and tli
“purpose of life” from the universal or abstract realm g
discourse to the concrete person. :
Greene argues that art draws us out of our regimenteg
objectified existences. Literature, works of art, music, a
dance can involve one as more than a mere observer ¢
erceiver. Art motivates us to return to our homes, ot
feisure, and our work places more sensitive to the problent
the satisfactions, and the aspirations of the people ®
meet. It seeks to make the fragmented perceptions of

more whole.

One emerges from detached contemplation and self-

reflection to act in the worl i
refle _ orld. Janet Miller observes
social component in Greene’s doing of philosophy:  strong

...encounters with works of imaginative and art enable
us to break with the mundane and to come in contact
with ourselves, and that the more fully engaged we
are in the human community, the more™ ‘richly indiv-
idual we become’ and the more we are able to take
action upon the world in order to effect change.’

Greene prefers to classify herself as a philosopher of the
s and not as a curricularist, or in particular as a recon-
eptualist.” The fact is that the arts do provide certain
Bnguage usages that expand discourse for imaginativel
lealing with personal valuing necessary in curriculum stud ,
jhrough the imagination, art helps articulate the stru ¥e
petween fixity and the status quo and the intellectual g.%ld
; cial challenges of each new generation’ .."imagination can-
fiot a!tel: or distort reality. It can, however, impart value
bd significance; it can create new integral wholes; it ¢
Jercome man’s alienation from his world.” ° e
Art can give the opportunity to realize that the “reach
ar be beyond the grasp.” Art'is a change agent, a catalyst
glping us to see within and beyond our ordinar,y eve d);
-_ ts. Werner Haftmann has put Greene’s approachryintz
flarge  perspective, observing a transition from aesthetic
gssivity to dynamic expression: “...the traditional approach
b art was based on the concept that reality was somethin
but there _to be conquered; in contrast the modern vievg
1;a.hty... is one which is created within man.” 10

| “;)hre zi?lr;llzlf,asth:n;w];tzr is only tangentially interested
: ves into The Heart of Darkness.

2
&
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The reality of such a place, however, is uniq}l:.ely per§ew:},
through the self-reflections of the reader. The meaning ol
hy. :
he Congo transcends geography o |
: Imag%nation does not mean folly. Im nghls a “;:]?:e:is
looking in upon oneself. It wacs1 c%ngmal hy t :n;mworld
imitati eived from the s 5
of imitating what was perce ;  worg
It signified %he spark of creat:nm:y,f umque]:?escis. ,If“hil ;zﬁ:;: :_
i er of one kind o :
tion demonstrates the pow ' § discoung
i lars debating the authenticity
The conversations of scho authentlcity o
i istori ts and the implications
meaning of historical documen . o
empiﬂgal data signify another way of speaklngdab}?ui reah:z
Here the focus olngnowing is objectified, beyon tf fli n:::;r_ :
Greene says, “In contrast to the transparencies o ‘sclike :
literature, the language of imaginative literature 1sf ;
mirror. The reader does not look through it t?, re ererlil
in the external world. He finds pointers to the interiof
- 311l
ilence, the original self. . . b
’ The, criti:;ﬁy aware, socially consc1ou§,'conter11;plat1 ._
person attempts to retrieve the elusive onglnalfse .eJ'
as the artist makes his subjectivity the essence o E.crtaan
work, so the perceiver encounters the aesthetic objec :.
1 N :
refines it in terms of his consciousness.

Consciousness and Its Moral Implications

Greene argues that works of art are rf,ﬂecuqrfx_s tﬁi;
designer’s human experience and not simp y manifes atief
of technical expertise. Moreqver, it is t.he artist’s Eni?,gé 7
to come to grips with the existential t-;hlelmmails. o 11 r.ls '
artist makes a conscious effort to articulate fls vis zﬁd '
express frustrations within the finite, imper ec{g we,s g
inhabits and creates. Therefore, it is in terr-nsdo To}r: -
consciousness that aesthetic forms are perceived. : hrr :
needs to be open to a variety of qluef. as h§ m}clwes bstan
the text. Greene says, “His subjectivity is t e}l suiden_
of the literary object; but if he is to pe]::cell;'e fi: ehe nig
emerging through the enactments of t eb oit, e o
subordinate his own personality, as he brackets :

y 12
everyday ‘natural world. . .
rgréeslie directs our attention to Kafka’s Amerika 1
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. order to show how the aesthetic mode can induce the process
~this subjectivity, this phenomenon—of self-consciousness.
A young immigrant arrives at these shores bewildered and
dislocated. He cannot grasp the meaning of social conven-
| tions or the role models of those about him. Clinging to a
box of childhood memorabilia, he is incapable yet of focus-
L ing, of initiating the kinds of responses that would help
him
'mined by it.
-young man becomes wide-awake; he is aware of the need

 not only to break with the past but to positively act to build
‘anew future.

Greene draws an analo
iprescribed  knowledge is reflected in the structured insti-

itutions that the young immigrant unpreparedly had to en-
fcounter. She says:

to determine his environment rather than being deter-
As a result of certain traumatic events, the

to the curriculum in which

I have suggested that the individual, in our case, the
student, will only be in a position to learn when he is
committed to act upon his world. If he is content to
admire it or simply accept it as given, if he is incapable
of breaking with egocentrism, he will remain alienated
from himself and his own possibilitiee .,, 13

Greene’s experience at the university makes her familiar
Fith vast numbers of students who are, as she says, “effec-
bvely domesticated.” Despite the fact that they are reticent
bout the possibilities for consciousness, a” teacher must

those relevent themes that will draw the separated

dividuals together as dialoguing persons. But the “subject
latter”” doesn’t matter,

Whatever it turns out to be, it may be well to locate
it in some outer horizon for a while, to be examined
after inner horizons are explored. If inner horizons
are not explored...there will be little possibility of
discovering the causes of existing reality and the ways
in which, in individual life histories, it came to be,!*

# Before teacher and students encounter one another in
Bis joint search for meanino +ha ransln L.. ;

B
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. o s 3
aging themselves and others in a self-initiated proc |
g » .
perspective knowing.

i 1
Too frequently, students arrive at t;ach;rs tt:icgn ar
with fantasy...stemming from a childhoo fr{;zcom.
what a teacher represents....The proces]g oer omig
conscious of self as historicaldli)e;ilgfmﬁgronei: tz g_wak .|
i as !
to teach people in a radical is to 2 )
Ellll:m to as much of the problematic as possible.

. 1 Fut

Janet Miller, one of her rewz\::;, wﬁlllzf ::sa: ]:sr:;:ieShe

i i iousness as a w . y
;r]:deusc:;lsg, EO“::}I:::SShe had taken for‘ ‘gHranted ltr;ila?; a;b:zllu_
i i ow re at

il_l Comprle tengltgf t.l]?; :evgsriltlyfe'that others’ definitions pra
tl_f:;eS t-I'Ohe"" fjn is necessary, however, if I am to participa
n :};e remallc)ing of a world constituted by my own w:llzn.
" Miller has attempted to retrieve those episo 1cel o
seem to have unwittingly shaped her prevum:lse]wc?;Y - 3
itomizes the ideal of the teacher—as-n_m el, erying ¢
locate i meaning in herself before projecting this visig
Lovae lar;:zliler person. She has recalled her.pasj,hthere :
{)onos:::ling the psychological barriers that Ees}:mi:: ef:n :,_
ging consciousness. This process is one o tt :bioyaphy. :
" reconceptulalizatioﬁnav:l?en;rsoscc;isogef izzominggr self-awal
Greene believes that this process . :
has significant humaniziqg imphcguo_ns. ?;Eg:m%rﬁs a
not merely an ego-gratifying exercise in na(;- don. TThe
ide-awake teacher cannot be cloistered “in
e tions, “We are all aware that consciousness da
G;:errlre;e;;u rr?eré innerness or introspecﬁop.:;iltalrecf;;':,s:_
rflauz:t, to the multiple ways in which ;he nﬁcilr\:a ;;1 ! :ings_”.
touch with objects, events, and]. ot] er uman beings
Thus a conscious person is more ‘Eke }}1’ to be 5) 1 to olhg
But being open to the inquiries of others nd to share of
deepest concetns, aspuatlo;x, tglts:sanzz fears ,is aves g
quitin\:"ulngfﬂf; rfl?: ::’TF ,nne defense mechanism agail

vulnerability, “Lecturer
iman’ where they describe a good teac

ttrolled and accommodating...His personal (feelings or) bio-
graphy is overlooked.” 18

of liberation. The teacher and
janother, thus transcending
approches in a given discipline.

.-'. oblems,

problems  is continually reflected upon, |
iction for its own sake. Greene offers a pres

Huebner has observed that the aestheti
dervalued as a means of expandin
fer knowledge we are pursuing,

hiliration, jealousy, hatred are s

tor literature. Greene puts it still another way
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S seem to presuﬁ;pose a ‘man within
er as infinitely con-

Consciousness is the process as well as the phenomenon

student ask questions of one
the factual " or procedural
Freire referred to such
Problems of life, of economies,
politics, have a personal dimension else they are not truly

And any action undertaken to respond to these

est behavior be
cription,

Working in a dialogical relation with students, the
teacher must try to move himself and them to ask the
kinds of worthwhile questions that lead to disclosure
and engage individuals in praxis................Somehow, the
struggle to master the cogniti

Ve strucures composing
curriculum must be made co

ntinuous with the quest

Aesthetic Inquiry

¢ rationale is highly
g the meaning of what.
Feelings of confidence,

_ ometimes only freed in
consclousness through the catalytic efforts of 4 piece of

.in the aesthetic experience the mundane world must
be bracketed out or in a sense distanced, so that the
reader, listener, beholder, can enter the aesthetic Space
in which the work of art appears. Captain Ahab’s
manic search for the white wh e cannot be checked in
any history of the whaling industries, 20

| Aesthetic discourse in the curriculum provides the student
h the opportunity to create metaphors, facilitating inquiry
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curriculum work.  For the reconceptualists it signifies a
E grasping of “multiple perspectives and need for choice,’24
i Choice implies alternative action. But Greene is not in-
terested in abstract notions of right and wrong. She ad-
! vocates new ways of creating opportunities for human
L justice,

. One of Greene’s critics perceives a kind of relativism he
| says mitigates her claim that the teacher is 2 leader of those
. who seek just alternatives. The perceived absence of guide-
 lines for selecting any one philosophical tradition weakens
 her claim to activism; Rainsberry states, “By reducing the
¢ problem of value choice to a relativistic level, Greene misses
- one crucial point: value choices are not made in isolation,
 but rather depend on a constant dialogue within a com-
| munity.” 25

i There is a social context, however, to both aesthetic and
 philosophical work, Emphasis on radical teaching and
 accompanying radical criticism squarely places her within
2 community aiming for justice. It may well be an imperfect
i community as far as the alienating structure of the school
is concerned. It may be a community in which there are
o guarantees of the transformation of social reality. But it
I a community, nevertheless, where the radical educator is
icommitted~in Freire’s terms—to think and work, not with-
jout, nor for, but with the people. Greene writes: .. it
s 2 luxury, not a waste, for us to go off in search of alter-
native communities. Manipulations have to be dealt with
finside the institutions that exist...Above all, cynicism and
opelessness must be overcome through serious work in the
midst of the system... 26

| Greene does not relegate all philosophic clarification of
falues and purposes to the school. While she is dedicated
fo inquiring into the predicament of the individual, this
folitary creature does inhabit a larger world than the class.
foom, The individual lives within institutions that must be
improved, not hopelessly ignored.

ifact
into the degree of correspondence between an artifac

ay to day existence. -
alndl\:liel)‘;ille inZends for us to recre?te Ahab’s preocc;;{);g:s 1 4
i i i s of our own consc ]
h the white whale in term s
:fl‘tdaily events. One critic, however, has found b(i‘v:rf;ic .
use of literature to accomplish wide-awakeness pro _.

Pagano observed,

She sounds dangerously like our old elemegtz::ydictc;?: ]
teachers. Literature ‘discloses to us mode meihil‘lg
f our own lived worlds’ ... Surely there is somet " |
cr)nore valuable contained in the aesthetic gxpenc::nar-.
than the opportunity provided for em?mi?o:ggn:l?ﬂ _
ious experience for ‘broadening one’s SO

Greene might say that her work is dedicated to hurr::: :
symbol making. Literature enables her to be an active ag _:;
in creating personal meaning. . L

Through curriculum we continually ask ques fons, disclosed
meaning, and go beyond the everyday. Gretal?ehasand side
with the romantic critics, such as Holt, Il 1_cd . and Nel'g

ho view the needs and wants of the individual as a
:Vanct incapable of realization within the fstnctlve ‘r::;ﬁ{) w5
i that we can go about our ;

of society. She a.%:-ees . . 1 “symbold
i ithi sion that is create .
dering” within the very ten  crea :
g; the gon-going conflict betwetlalx.l the tf?d“:gﬁe %nge:er
ivilizati is willing to “try eters
civilization. As long as one ! i
minism...to break with the crowd,” then ccimprogﬁsee:e\:lr;io
the status quo are inevitable, even acceptable. :

is not reducible. Greene writes:

Education, because it is takfes place at téle ﬁr:tilres;::at;
where the demands for social order a.nh t Jemang
for autonomy conflict, 'Ir'nusfl p:oc‘::ﬁcols; rl;.glilf  nd

s of the tension. Teacher ) ) :
:Jljl'zzna:e functions of the uncerta.mty,hcan 0{1:}( :;Z]l t
enable students to understand hov‘f the socrll . e
affects them,..how they can take action to tra %

...] have suggested that educational philosophers may
have a role to play in criticizing and clarifl;ing what

Prescription for Action is happening (taxes, employment, educational expendi-
et Conclusion: A Prescripti
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ifound influence of Paul Klohr and Donald Bateman as
major intellectual mentors. Huebner and Greene, too,
ped to develop his perspectives.

. Teaching in a Long Island suburb, Pinar’s insights sharp-
ened as he watched the process of his students’ writing.
After designing a psychoanalystically based humanities
urriculum at Ohio State University for his Ph.D., he went
to Rochester and attempted to expand his familiarity with
meditation, phenomenology, and curriculum. Pinar ad-
mitted his need for growth in the kind of setting provided by
the university. His task was to sensitize others to the signi-
ficant difference between training-acquiring information
that allows for credentialing-and education-allowing the
data of training to alter one’s total cognitive, affective,
psychomotor condition. 2

. Within this social context he extrapolated from the
experience of new left thinkers of the 1960’s generation
In the United States to give currency to the work of Paulo
freire in Brazil. The latter’s theme of limit situations and
fritical consciousness helped articulate what people like
nar had been feeling. Benham points out that Freire, in
his work with Brazilian peasants, demonstrated an

tures, inflation). It seems to me that our focus ought]
to be the political arguments taking place when educa;
tional policy is made.’ i'

Greene is committed to action intentioned by thought
and to thought which is realized through action. This
dynamic, i.e., critical reflection upon which action is based;
was Freire’s methodology with Brazilian peasants; it helps
loosen awareness of the relationship between power, know
ledge, and human interests. For Greene, praxis ideally
leads to an overcoming of social domination and self-aliena
tion;in such acts a community-in-formation emerges.

It reminds this author of a tale from Jewish folklore.
Two men, eaching having lost his way chanced to meet in s
forest. Spying the other, each was elated, hoping that hiss
new-found companion would know the way out. To noj
avail. But there was reason to rejoice. Said one to the other)
“For certain I know that the way I have come will not lead
us out. But together, friend, we can find the way.” Ideally}
our curricular inquiries will prove as fruitful. 3

Life History as Curriculum:

The Reconceptualization of William Pinar
...effective method of combining cognitive skill-build-
ing with political and personal consciousness-raising--
a synthesis that contained the essence of reconcept-
ualist theory.. Thus, he had shown that the theory
need not always precede practice, although practice
must be grounded in theory. 3

Introduction

Pinar’s curriculum theory focuses upon the individual in
relation to cultural shifts in the last two decades that have
produced new sources of alienation: economic destabili
zation, social and racial conflict, and bureaucratization of
public life. '

Pinar has been sensitive to this state of affairs from
earliest days as an undergraduate in the 1960’s. The wag
urban rots, and politics of the “new left” affected hig
deeply. He expressed the need to emancipate the so-calleg
intellectually dulled child he found to be emotionally rg
pressed, psychosocially immature, and morally undes
developed, who had been constrained by the dominant mods
of schooling. ! Pinar’s goal was to synthesize the knowledg
he had derived from these new left sources as well as fron
osvchoanalvsis. educational theory, and American an{

. Macdonald and Huebner, and to an extent Greene, have
fiso developed a cohesive focus based on Freire and the
adicalized social and political thought of the last two
fecades. In the same way that Pinar had opted for the
iniversity to pursue curricular, pedagogical, and hence moral
foncerns of human relationship, reconceptualists have not
fiscarded the schools, imperfectly structured as they are.

Pinar’s Major Themes and Methodology

i Huber has pointed out that the locus of his orientation

Fezave -
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baccount independent of me...not to be concerned with what
is “good”, only with what is ““true”..I am to depend on
tlogic and testable demonstration, not on feelings and imag-
ination,’”

. Mooney does talk in aesthetic, personalist terms of the
antithesis to this approach as the optimal condition of
research. Like Pinar’s contention: the curriculum at large,
jand research in particular, ought to be seen as a person-
icentered phenomenon. “Research is an operation by which
1 am trying to become a better self-teacher so that my ex-
perience can say more things to me, give me more to think
about and feel.””’

. All of this discourse about person-centered curriculum,
esearch and teaching can be subsumed under the category
of life history and biography. In this regard Pinar’s views
are reminiscent of Huebner’s position that education be
considered the concern for the way the biography of the
person confronts the developing history of the community.
¢ individual must make active choices. For example, the
community requires schools to “produce;” the school acts
as an assemblty line. Will the theorist intuit these values in
tesigning performance- based frameworks, or does a basic
pneasiness about such apparently mechanistic approaches
alert him to search for people-centered alternatives?

Moreover, does one’s bio aphical consciousness rooted
in reminiscences of personafr school-based catastrophes or
exhilarations guide investigation of options for writing
curriculum?  Finally, each school person must ultimately
face the inquiring student’s puzzlement or attack: “What
do you really believe is right?”” Here is the moral dimension
of curriculum work!  Madeleine Grumet says,

derives from a combination of personal and professional
backgrounds. “A shift from teacher-centered or material-¢
centered curriculum to a person-centered focus or inner?
experience in education is a part of what Pinar considers’
a new conceptualization in the curriculum.”* !

This perspective grows out of an understanding of the,
shift in the nature of the culture we now inhabit. The
present historical period represents the concluding material-
istic stage in an industrial age. It has been a time marked by}
consciousness of objects, performance objectives, and be-§
havioral psychology. Now a new era is beginning; it mirrors{
an increased concern with processes and human relationships.

What we are seeing is a person-centered curriculum theor-§
izing that begins with the researcher. Pinar argues that the
functioning theorists, or practitioners, must first and fore- i
most come to grips with their own biases, valuing process, §
and personal behavior. Prior to intervening in the lived]
worlds of others, one must squarely face how individual}
expression of a theory is rooted in one’s own life history.d
Such a self-critical awareness is brought on through the!
process of ‘“wide awakeness,” or, according to Greene, |}
by bracketing. g

Education may ensue only in the wake of this type of
penetrating self-analysis. And, following Pinar, one sees!
curriculum  actually occuring between the unique self-
conscious person and the subject matter studied. Such an
approach can neither be suggested nor stimulated until}
the theorist takes the first steps to deal with his or her own/!
alienation.  Pinar says, ‘“The self-estranged researcher is
unlikely to do research of another character. If he is dis-
sociated from his experience,unaware of how, when and why |
he learned what he fea.rns...then necessarily he must project!
his naivete onto whatever he studies.’” |

Ross Mooney, writing from a reconceptualist vantage]
point, considers there to have been an undue bias toward ]
the empirical, linear, objective dimension of Western thought;s
therefore, most researc%n is from what he calls a consumer’s}
point of view. The theorists simply take in data and restate §
the data without really producing anything new. It is com-3
posed of “impermnai, truths which exist on their own§

We propose to employ theory of autobiography and
autobiographic writings to help teachers examine the
ways in which they have moved within conventional
forms in the expression of their own authentic state-
ments...Thus we would work to speak with teachers
about schooling, not as a static system of signs, but as
a language that they simultaneously live, maintain, and
" transform.?

. This requires one to recall a past chenomenalaoicallv and
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E The argument against inappropriate or excess reliance on
: a]gsem:ral understanding” in quantitative research can apply
t aso to theorizing. Cremin and Kliebard have pointed out
[ how the conventional view of curriculum theory is rooted
in the technical, managerial origins of the field. Theory
was a guide to practice, a way of “staking out the field”
iwith observable markers to inform the practitioner of direc-
tions to choose, of optimal behaviors, materials, and content.
- Pinar suggests ““caring” is a relevant part of the curriculum
‘process. It serves as an antidote for the unhealthy effects
lof the objectification of curriculum. He addresses this issue
jin responding to Nel Noddings’ ““Caring}’ 1° Pinar observes
that caring is an emotionally based state of receptivity to
fanother creature, that evolves from giving special attention
to inner relms of meaning often dulled by attention to
persons as “things.” Society exerts a major influence in the
fatter direction. Pinar, drawing from Sartre and Freire,
#xplains the institution’s functions as those of caretaking,
ffeeding, taming, or domesticating. Teacher and schools
o not facilitate inquiry nor engage in this process except
in the most routine matter-of-fact way. Rather, they en-
courage the following:

psychoanalytically and then to project a future while situat- §
ing these impressions and expressions in a certain cultur |
and political context.® In short, while all of these remarks ;
seem explicitly geared to the instructor, they ultimately |
ought to be integrated into conversations between‘student
and teacher. The student needs a model of clarity, self- 3
honesty, and creativity. This will be found within the
reconceptualizing teacher. 3

o ] 10
Curriculum Criticizing and the Postcritical

One problem with curriculum today can be understood;
by discussing the research issues of “q.uahty” versus ‘“‘quans
tity” in terms of particular understanding and aneral under;
standing, respectively.’’ Pinar is concerned with the prob
lem of qualitative research. He Svﬁgests that we understand
curriculum in a general or particular way. Do we focus, a§
the traditionalists do, on goals, objectives, desi%ns that call
for certain learning activities in the Tyler or Taba mode., :
do we focus primarily on the person—that un‘i?‘ue, functio i
ing student who has certain relationships with the teag}l
and other students? Pinar and the other reconcegituahs )
tell us that to the degree we focus on the particular, ouf
research is qualitative. _

There is an imbalance in the curriculum, we1ghte¢_i td
the “general” category, concerned with Fuiding principle
or frameworks for categorizing and quantifying. While some
external control is obviously necessary, the problems aris
in not being able to differentiate between the times wheg
the ethical or aesthetic response is needed and the timeg
when the logical, rational response is needed. For examplej
how does one react to or analyze a particular work of art2
from a logical historical point of view or art appreciation
As Pinar adds,

Hypertrophy or Atrophy of Fantasy Life....Dependence
and Arrested Development of Autonomy...Thwarting
of Affiliative Needs....Estrangement from Self and Its
Effect upon the Process of Individuation...Alienation
from Personal Reality due to Impersonality of School-
ing Groups...1*

¢ Pinar addresses himself to modes of consciousness, to the
fealm of within-ness as a way of combatting these forms of
ness. As a point of departure, he offers some alternative
motions about theory that go beyond the instrumentalism
of earliest curricular thought.

The more exclusively one relies upon rules of conduct
such as objectives for one’s class to achieve-the marg
frozen becomes the situation..In a discipline’s effos
_to achieve objective knowledge it has absolutlze'd
relative, atemporalized, and historical, and rationi
jwad the nalitical etatne ann 3

Toward an Expanded Notion of Theorizing
!

‘The reconceptualists recognize that a person’s imagination
§ a treasure trove of resources for emotional growth. It
ftimulates cognitive and affective creativity for dealing with

Essays [
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| contemporaries that the link is made between the temporal
!meaz.- world of duration and continuity and the realm of
infinite possibility, or what others term “transcendence.”
£In a personal vein Pinar shares an impression. working
(to improve the ontological quality of my own lit); Iam at
fthe same time working for improvement of the on,tological
'and hence political quality of my contemporaries’ lives.”7

one’s traumas and enriching one’s satisfactions. These
more personalist, subjective, %ighter possibilities for dealing]
with curriculum andfor theory were characterized by
Macdonald as “playful” and “freefloating.”!® :

Pinar traces the recent developments of this newer model
of conceptualizing from the 1930’s when Boyde Bodel
commissioned his student, Harold Alberty, to try to cultivate]
a more humanistic curricalum field. Klohr succeeded inf
reconceiving a more selfcritical theory, one concerned less
with efficient management guidelines and more with trans
formative visions. In 1947, at the University of Chicagg,
Herrick and Tyler spoke of theory which would criticajl
uncover human relationships between issues and supporting

Methodology

(_)ur educational experience is thwarted by a continual
reminder gf our finitude. We are limited creatures whose
;paxél of existence may be cut short without warning. The
i harder we .
frameworks as well as projecting future ways of dealing withi through ph;:isi:a]tom:;ie;fﬂ::;;n: on:e?:: Iﬁ: i alouter security
problems that emanate from the relationships. Applicd@8more likely there is to be disappoi e hpursults, the
to today, one might ask, how does one facilitate “personal@siven with its possibilities and%?:;ﬁ;;?:sm'?g ‘ e xs]?
growth” in the bureaucratic morass of sprawling schoollto education simply accepts this matter:of.fa;r -“& approac
systems? Why are the arts or the aesthetic the first arcallfof reality, including the fallibility of rational escngnon
to beheliminated when fun;l(s darl: cuitailed?h M inevitable biological deaths. Y persons and our
These questions are asked by those who are very much Reconc - . )
a part of the community. The self-reflecting personY knowsdlin the misgliauailfzit}ici)sn li:oei:ztel?[:;lattoimuati the;heonst
that one’s personal feelings and unconscious desires do nofnor ally in any absolutist sense. One S DEIther a v}::rsary
emanate from a vacuum. Each human being is in part deter@institutionalized schooling provide:s the s tl:];:s't:lor}shw ether
mined by the political, economic, religious dimensions of #8chance to reflect, fantasize, and invent nt with enough
particular environment. The goal is to understand th@Milemmas posed above. The iy 1 FES[lmnsels-l to the
structure of all the elements in the cultural milieu in conftific method or to comprehend Y im anfpa‘i ate the scien-
junction with the biographic dimension of the concretci@master related historicalpfac:s do?: nlsttonc Cl'IllthllB and
particular person. Pinar is almost fixated on the life historf@8of the kind of intellectual and 0 :.lssure the student
of the person in the realm of both life and history of thileurriculum ought to provide Pifr:lmotlon lngth that the
individual and the community. There is a real “I” in thd@nce we in the schoolpfree oixrsnslm;isr fitr:lngir. contends that
Frocess, which is sometimes lost. Particularly among intcling knowledge only with stimulus ando T
ectuals there is a tendency to immediately abstract from@ment-by-objectives, our deepest Sel re:[:iﬁnse Or manage-
the concrete situation and begin analysis. One’s effort #8Moes not tell us whether weP then e:e:ro d?merge- g
always to return to “the things themselves.” ¢ S perpetual awareness or consciousne%s as ?fp onm “ontin zf
The theory he is driving at does not overly emphasiz@hish. He simply says there are messages th chonnf_pu
either the individual person or the society: both are impollithin. ag at well up trom
tant. The theory is rooted in the life history of the indig
idual, his self-knowledge and idiosyncratic characteristig
but this person lives within the structural world of politid
and social intercourse. It is with one’s similarly-searching

i T

i There is trustable knowledge that we can gain of our
motives, our priorities--shall we read? what shall we do with
bur leisure? do spiritual matters have me? or, am I afraid

Essays [
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description and analysis offers the curriculum field a point
of view it simply has not had. In the literature we have no
concrete descriptions of an individual’s experience of texts,
teachers, students.”2!

Autobiography challenges the view that human develop-
ment is increasingly vertica%, that in terms of human meaning,
greater is better than less. Autobiography is an associative
technique that is firmly wedded to the given educational
experience of the person and initially derives from it.

Phenomenology and existentialism are keys to the inquiry
nethod provided by autobiographical reference. Grumet
ells us succinctly, “As phenomenology repudiated psychol-
bgism and empiricism, as existentialism repudiated idealism,
currere repudiates behaviorism and technocracy.” 22 The
method o{P currere helps us to elucidate personal perspectives
that grow out of our experience with a literary piece.

. As an example of currere in operation, let us follow
Pinar’s analysis of Kafka’s The Trial, focusing on the person
of Joseph K. Kafka’s man Joseph is unreflective, sees only
meaning in surface orders of things, and depends on technical
fationality alone. In fact, the more bogged down he becomes
n personal misadventures, the less adept his psycho-social
brientation is for lifting him. Joseph K. is arrested, his
psychic-social growth stilted. Pinar allows the text to be
pcatalytic agent.

One first reads the text carefully, engaging in textual
inalysis. Second, one places the piece in a literary and in-
llectual historical context. The personal responses of the
pader then follow. That latter move in itself is designated
fhe educational significance and prepares the ground g; the

'm*tl;3 and most important stage, the reader’s personal con-

of either asserting acclaim or registering complaint? ~Our}
newly discovered views are, of course, subject to misreading
but that possibility attained in the honest “bracketing
marks the fullest degree of one’s humanity, errors and all;
“It may be likely that we can achieve only a more-or-less
correct identification, but identification must be attempted.
By focusing one’s attentiveness inward, the long slow process
of access to the lebenswelt begins, offering the hope of
finally transcending it.”!® Intuition is that deep kind of
knowing that informs one of the reasons for being afraid
of a new grade in school, a pending geographic move, on
going out on one’s first date. Huebner, through his criti
que of language, has helped to sensitize us to nuances within
language, and the more sensitive one becomes to langus
usage, the more sensitive one’s intuition becomes.

Pinar’s recourse to etymologies is helpful again. Hé
alleges that true understanding far exceeds the codes, graphs;
or memorized geographic locales. Understanding-in the
sense of the original meaning of theory as contemplation-ig
not, for example, an abstract notion of goodness, harm, ox
even peace. Understanding emerges thro:fh a person fully
in touch with reality, conceived originally by the ternt
physis. “Physis are understood by the Greeks derived fron
lived experience, not from the abstracted generalizatic
associated with natural studies like physics.”*? j

Lived experience is that accumulated knowledge that
one can self-critically retrieve in order to make a valug
judgment. Pinar and Greene in particular feel that lifs
experience can be “tapped”” most readily by a confrontatiog
with a text. There is a special relationship that inhere
in the coming together of artifact, instructor, and environ
ment. Through the following approach we learn not whalliext. = .
that relationship is, but what it can be. _ : This context requires one to address personal recollec-

First one reads a text. Later one inguires into thi ons and the relationship between self and others in a
language through note taking. The meaning in the texiiven field of study; also, one notes the various configur-
evolves in the reader’s perception like the responses to ftions of those impressions that mform the subject h.ow he
Rorschach inkblot, conjuring up images of familiar and las come to know, argue, and discourse. Here Pinar is
familiar sensations.?® Whereas Greene stresses the consciolféferring to one’s personal intellectual development, social
ness-raising function of literature in our educational live i

ivironment, colleagues, and family.
Pindr addresses the situation historically: “Autobiographif “Pinar has adapted the method of currere to his own life.

Essays .
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The approach is both painful and rewarding. 24 He dis- ¢
covers sources of psychosocial alienation as well as physical
self-neglect. These disrupting awarenesses ultimately con-§
tain the seeds of new growth. His candor and self-honestys
make him even more trustworthy in his advocacy of curreres
in the school setting. 4

Implications

Frankly, those intent on reconceptualization have not!
operationalized their concerns. Will there be suitable timef
and space for theorist to engage in metaphor-making, and|
environment construction based on non-controlling use of
language and material? One observer makes a similar point§

Iy

But the efforts of reconceptualizing the field of currics
ulum inquiry have not produced, as yet, a significant
body of literature that is practical in a pragmatic of
didactic sense of the term. There is not enough a§
of yet that actually shows us how you do something
like phenomenological analysis or how you work ..I_g_
curriculum change in a eritical theory sense. 23 :

Pinar related that, to the best of his knowledge, there
no school presently implementing a reconceptualizes
curriculum.  He implied that it is still in the building
clarifying stage.?®

Curricularists who are sympathetically inclined
reconceptualization are frustrated even while they
stimulated by its methodology. There are those
attend curriculum symposia that can excite the imagi
tion, thus opening new possibilities for students
teachers to grow beyond the opportunities provided by thi
traditional models. Consciousness and transcendence &
“content” for the type of curriculum theorizing is 4

enchanting prospect, but,
While it is very exciting to speculate about the possibj
ities of developing higher consciousness throug
curriculum, the teachers and curriculum specialif
in the small group kept returning to the practic

93

In a word, back home awaited pupils to teach and
te?ch§r§ t?] prepafx_-e, and the higher speculations con-
tained in the conference papers neglected such every-
day realities?’ 5 v

* Such skepticism is helpful. It alerts us to the unfinished
fusiness “back home,” and this type of theorizing does
ot suggest prepackaged learning units.

But in such un-

ainty there is a direct benefit. We have a need to master
iwhole new vocabulary of personal meanings. We come

of how little we yet know about ourselves in the

‘-.-- ess gf studying and teaching. If classrooms, however,
il continue to be only arenas for implementing technically,
lechanically designed systems, this bit of autobiographic

ness is not germane beyond creating an innocuously

e atmosphere. But if we are engaged in study with our
_den!:s, rather than teaching subjects to them, such psy-
Ioglcal and philosophical inquiry is crucial.

¥ Martin Buber: Restoring Wholeness Through Dialogue

Introduction: Life Is Lived in Meeting

{Buber was concerned with the problem of maintaining
thentic relationships. The resolution of the problem was
f'a matter of philosophic speculation; rather it was to be
id in a demonstration ofp

hentic creature, Buber claimed, is able to make a res-

personal responsibility. The

through total attentiveness to another person. He

ke of being present before, or turning towards, another

€

fThere are obstacles that hinder expressions of response-
flity, or turning towards another,

: The difficulty must
derstood in the context of the proliferation of all

of empirical and logical studies of man. The scientific

process is based upon a subject/object distinction.

may, in fact, analyze a person, a place, a thing, or a

in terms of many constituent parts. While such an
gation may bring concrete, quantifiable results, it

ks a more fundamental concern-that which Buber calls
‘wholeness of man.

He imvlicitlv means eraspine.

|
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...man’s special place in the cosmos, his connection wit!
destiny, his relation to the world of things, his unde:
standing of his fellow man, his existence as a being tha]
knows it must die, his attitude in all the ordinary and
extraordinary encounters with the mystery with whiclt
his life is shot through, and so on-not one of the
problems is seriously touched on.!

ative fashion. Through the ac i

fr s, gh the act of dialogue a person speaks
It must be emphasized that the search for the unifying
dimensions of reality can only take place in the presence
f others. A narcissistic retreat into one’s deepest thoughts
: esc:fe into the larger collective of groups does not address
the re problem. Moreover, metaphysics, though aiding the
process of analysis, still leaves one with an abstract truth.
il .the wholeness of human beings is at stake, communi-
fation must reflect this concern. Buber cites a personal
grent that influenced the rest of his life. He call this “a

The philosophical disciplines are of little help, too, i
solving this problem. Buber argues that the disciplines aré
weak to the task from two points of view: they may con
sider man as only “another part” of the universe and neglec
his whole nature related to all other life; on the other hand;
through its unique focus,a particular discipline may neglec
the necessary interconnectedness of all ways of knowing
from other fields of study. In the process of coming a
either of these two alternative outcomes, the difficuls
of authentic interhuman relationship becomes crystalized
Buber states, ...for in every one of those disciplines th§
possibility of its achieving anything rests precisely on i
objectification, on what may be termed its dehumanizs
tion.2

Buber is here arguing against the way the disciplines ang
empirical science have seemingly preempted all other way
of knowing. For Buber, life is lived in and through authent]
relationship, and not intellectual forms alone. But the ba
for choosing such a life today rests on too narrow a found;
tion. He urges persons to work toward a new integration §
vital cognitive and affective powers within the realm of
spirit. While the mind is critical in helping to render tff
physical environment meaningful and habitable, it is by @
means selfsufficient. For Buber, the intellect does not ps
vide a significant explanation for the problem of man, H
assigns this integrating role to the spirit. “‘Spirit, then,§
not just one human faculty among others. It is man’s total
that has become consciousness, the totality which comprid
and integrates all his capacities, powers, generalities, af
urges.n 3

One who is wholly self-conscious in this way is actus
capable of turning towards another creature in a non-manig

I }-1ad a visit from an unknown young man, without
being there in spirit...I conversed attentively and openl
with him—only I omitted to guess the questions whicﬁ
he did not put. Later, not lg;lg after, I learned from
one of his friends-he himself was no longer alive—the
essential content of these questions;...What do we
expect when we are in despair and yet go to a man?
Surely a presence by means of whiclz we are told that
nevertheless there is meaning.*

Buber is extremely candid in this self-realization about the
ted to make a decision to be more intensely with others.
gain, to emphasize, it is inner knowledge mediated by an
ge to kpow about the world including its quantitative
Bd qualitative dimensions. Buber starts with no logical
torems or empirically verifiable formulae. Knowledge
found in the “meeting” of persons, that is, being together.
B he says, “all actual life is encounter.”” There are no
eformed responses from authorities or written works to
8l us how to derive the necessary knowledge to prepare
p future relationships. People sometimes came to Buber
dlask him for an explanation of his approach. He offers
ine evidence, however, of a very personal sort.

* Instead, he turns the question back and asks his inter-
4 locuter to search his own life to see whether he can

recall any experience in which a facet of nature arrested
¢ and engrossed him bv the power of its unianeness

=
i
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¢ .fresh memory of my hand, I must say that what I
__penenced in touch with the animal was the Other, the
mmense otherness of the Other, which, however did not

Then and only then can Buber and his questiond
talk, and necessarily in philosophical terms of wha
transpired and of its significance for human existence,

_'__Common sense, however, dictates that a horse, a tree
fid a person are not the same in re%ard to an act of meeting.
duber is not oblivious to the problem of the gradations of
flutuality that inhere in the various relationship within the
e spheres of life, noted above.!? But he insists, in
geard to the encounter with the tree, that there is a pro-
yund experience of joining together.

The World at Large: Two Possibilities

One lives in a state of flux according to two basl
orientations.  Buber describes these as dispositions @
attitudes, defining the two-fold possibility of an act of rel
tionship.’ I-Thou is that condition when one parti
addresses another with a desire for mutuality, when th
focus is not on the particulars or the details in the otheg
makeup, but rather on his or her wholeness. The othé
basic expression, I-It, is never articulated with this seng
of wholeness, but rather is a form of communication
grows out of an inclination to use, to experience, or to mai
pulate another individual. This expression is the antithes
of that which is whole. I.It is the address of a subject to @
object, as a thing. Buber suggests that in the choice §
attitudes we distinguish our basic temperament, the spit
of our being. He says, “Whoever speaks one of the bas
words enters into the word and stands in it.””8 i

One’s relation to the world is not limited to the sphef
of human interchange. There are in fact three spherg
life is lived with nature, with people, and with spiritt
beings.” Within each of these areas, Buber suggests one -
speak what he calls the primary word, Thou or It. As!
example, he cites how a tree comes into his focus asf

object, with all of its particulars; yet simultaneously, 3

“will and grace..] am drawn into a relation and the tf§ ']: .beu;fs 15 not a matter of eit!ler/ or, Thou or It.
.SSlile rational thought tries to categorize and analyze, he

ceases to be an It. The power of exclusiveness has seiZSS X ) -t !
e 10 Blies Elllga.mst dichotomizing, There is continual tension,
. ] e ‘e 3 :
The power of exclusiveness allows one to set off e i ﬁi'lvii se.erlxl from Buber’s idea of wholeness of life.
extraneous details of the object, to elevate that which w mor likel L H nez}_ssetr)é moments V_Vh_e_l'ff an I-It attitude
an It to a Thou. He speaks of this as a basic movement i e likely to prevail and other possibilities where whole-
sgoken through I-Thou, will emerge. The relational

turning, of being unconditionally present and attentfS" + . a met
Through another recollection he verifies what can be actufie A g present-- rellects a P°551b111‘-')f for more of the
me—though it can never be planned-or its antithesis when

real, immediate, in the life of a human being vis-a-vis e . L5 -
insciousness and objectification takes over. One moves

animal. On his grandparents’ estate young Buber § 3 d forth b : :
S LR R S e £ o dck and fort etween the apparent satisfaction and

PV 1 Lnnlensmion~ fonemn +tha

The living wholeness and unity of a tree that denies
itself to the eye, no matter how keen, of anyone who
merely investigates, while it is manifest to those who
sa?r You, is present when they are present....Our habits
of thought make it difficult for us to see that in such
cases something is awakened by our attitude and flashes
toward us from that which has being.!3

i Buber is present before the tree; he is present before his
brse, and certainly he attempts to be present in the imme-
ite realm of relationship with another human being, But
‘suggests that from the gradations of mutuality one does
Bt infer there is a scale of better to goodness. He says
o this end, rather, our whole knowledge about the e
st cooperate, a knowledge that is ever again renewed
rough the I-Thou relation, but is not born by it.” 14

Buber would argue that life with nature, humans, or

o
i
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security of the I+ world and what he calls “pure pres.ent."’_-
He advises us, “And in all seriousness o truth hstf:n :
Without It 2 human being cannot live. But whoever
only with that is not human.” o _

What is crucial to see is that the two attitudes are nots
unique to certain persons or situations. In other wo_'
there are not two types of individuals but two poles within
cach of us. I-Thow and I-It are not exhaustive alternatives,

I by no means hold human “inner life” in general, and}
within it human thinking in particular, to be exclusively
composed of occurrences of the one and the other!
kinds....In the one moment he is over agmnst-anoth
as such, sees him present and relates to him thus’
In the other moment he sees everything collected
round him and from time to time singles out, observesj
explores, applies, uses. Both. th%s: moments are it:
cluded in the dynamic of lived life.

Buber argues that one accept the reality of this dialectig
—the movement back and forth of Thou and It-as the onl§
way of surviving in the world. While organizatlonslp‘lay onf
know the person as a specimen oI <og, and our fee ings ]
be directed erotically onto an object of desire, there is tif
equally strong capacity to step out of what seems to be &
“anlimited sway of causality.” The institutions do nd
breed evil, any more than matters of the t:lesh are evil co ;
pared with the soul. Evil, says Buber, inheres in the a8
sence of recognizing that there is a difference in the
states of being, and consequentlY‘ not trying to alter d

i

balance through actualizing one’s living potential for I-Thg
attitude.

The process requires a choice within the
of interpersonal connections or the larger community, “af
if there were a devil he would not be the one V\-rho ,fle% :
against God but he that in all eternity did not decide. :

Dialogue: Limitations and Possibilities

Buber does not provide a blueprint for decision-makig
He allows a general basis for choice: alternatives are dra
fram Ans’e awn sensine of the attitudes demonstrated ing

n awareness o
of realization of what can occur, the awareness that there

wt
-.
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Dialogue encompasses the possibility that human beings
t in a reciprocal manner with one another and the rest
of nature. The major obstacle is one’s inability to distin-

true bein% from appearance, essence from form. But
the obstacles brings about the bright flash

is a difference between the “is” and the “ought.” Maurice
Friedman, Buber’s biographer and synthesizer, addresses
the issue as a dialectic of essence versus image.

The essence man looks at the other as one to whom
he gives himself. His glance is spontaneous and un-
affected. He is not inf%uenced by the desire to make
himself understood, but he has no thought for the
conception of himself that he might awaken in the
beholder. The image man, in contrast, is primarily
concerned with what the other thinks of him...There
is, in addition, a third realm of ‘genuine appearance’
in which a young person imitates a heroic model...1®

. Buber observes gradations in the way one lives and relates
githin the world; and he makes certain judgments as to what
6 more or less authentic. Nevertheless, the person himself
Bithe final arbiter of insights and prodding to act differently.
buber watches others carefully, which may be ultimatJ
e clearest way of knowing oneself. He tells us that there
e those who go through life observing, looking on, or
fecoming awarel’

alyze others for details but miss character, those who let
) object freely “happen to (them)” as in the perception
an art object, and finally those who elicit our response,
o neither objectify nor desire objectification. One might
§ we engage in degrees of relating to another, ranging

Y

He refers here to those people who

mere detailing and record keeping to direct address.

. he limitations of daily life hamper the realization of the
t possibility.
int as the crises of the modern world. He remarks how the

Buber refers to these limitations at one

soul is paralyzed from the deceptive tactics people
in to mask debilitating, alienating lonesomeness.
activity does not hide a fundamental emptiness,

Essays [l
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a realization that the most vaulted expectations for huma
improvement are not realizable under the present circ
stances. In the realms of technology, economy, and politics
one can detect the failure of the human soul?®  Machines
no longer serve man but have appended man to them; thg
means of production and equitable distribution of resour
are not based on cooperation but manipulation; the desite
to influence others has meant self-aggrandizement of thé
powerful at the expense of all others. i

Buber’s social commentary grows out of a perceptio
of the two great illnesses of our time: the urge E;r unmi
gated individualism and the drive toward collectivism. Botl
conditions abstract, depersonalize, and contribute to
alienation of each creature—from his essential self and
others towards whom he ought to be present. “The indiv
ual is a fact of existence in so far as he steps into a livi
relation with other individuals. The aggregate is a fact g
existence in so far as it is built up of living units of relatiof

The fundamental fact of human existence is man wi
1 21

man,
The more one goes toward the extreme of either indivi
alism or collectivity, the less possibility there is for essent
personhood. One can be alone, living in solitude either
a hermit or as part of the larger socifl network of famil
business, school. Kierkegaard embraces this solitude, f
nouncing the world of men and women, as the only way#
resisting evil and meeting God. Buber inveighs against s
a view, arguing that only in “meeting” others can
counter loneliness, can one find “himself” or “herse
his or her essential self, not mere appearance. The Sing
One, for Buber, lives with an auto iographical aware]
that includes the possibility of relational events with otli
One, for Buber, lives with an autobio aphical awaren;
form It into Thou. There is a spiritual presence, God,§
the midst of individuals who encounter one another. Whi
Kierkegaard, in his zeal for God, admits the cessation§
common ties with other men and women, Buber : o

otherwise:

and encompasses the possibilit i i
y of relation with all
S::eerngss, aft.nd ]f;or whom the whole body politic, the
rvoir of otherness, offers j :
for him to pass his life with iiTSZJuSt B

Beginning to Dialogue

Buber accepts the ordinary world, recognizing its
itations as a reservoir of I-It, but proclaims the o ; or-
inity for I-Thou. This attitude of I-Thou howpelz’er
ecomes lost as the person becomes more and more aware
Gt and even attuned to self-isolation. Retreating from
inqualified perceptions of others into the realms of i%ldirect
& nal address, one increases “distance.” The conceptual-
tlon of this phenomenon, “distance” and ‘“relation.”
Elps describe the interplay between the two-fold way of
fowing the world, I-It and I-Thou. Ve

3 Buber admits that we periodically turn away from
Boments of “pure present” in the world, from the spark

realization that emanate from “meeting” in ordgr tj
Wmprehend the world—its parts or the sum of its parts

e setting of the world at a distance, however, expfesses:
tlcal antecedent to the act of relating, One steps back
5 c:{iplla)recmtgs that other creatures exist independently
3 aca; o?td}.nm. One grasps the world in its particularity.
- Ol distancing in a sense is a neutral move, for it
ih become a condition for either I-Thou or I.t. As he
fs, the firse movement {distancing) relies on perceptions
mutually existen. creatures in an even and fundanl:ental

" But the second movement (relating) puts them into
* mutual relation with me which happens from time to
% }unehanc} by no means in an even way...Here and now
. lor the tirst time does the other become a self for me
| and.t‘];e making independent of his being which was
: :ﬁx::n i:l:,tnm thh'ethSt movement of distancing is
faovm in a n ew highly ?-e ant sense as a Fresuppos-
* The Single One is the man for whom the reality £ 23 A L D
relation with God as an exclusive relation incly

ot |

B ri ]
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within it are two degrees of objectifying: one causes
to perceive others as objects, the other leads us to manipulaté
and exploit them.

Objective perceptions of others take place in the socid
realm. Yet the mere fact of being within a group, even of
joined out of a sense of sympathetic solidarity, does ng|
assure an existential, personal relationship will be forthcons
ing. For example, Buber was once part of a group demon!
stration. Though joined in common cause, he had only:
superficial relationship with the people on his right ang
left. Suddenly his eyes met those of a man sitting at]
distance, observing the event. In the spontaneous momer
of meeting, he derived a greater effect of wholeness and oné
ness than was provided by his group marching in solidarity. %

For Buber the fundamental act of human living is ti
realm of the between,23 of the interhuman, which focusé
upon the duality of “being” and “seeming,’’ the lattg
referring to a feeling of being. 26 Somehow it is in thi
sphere of the between that the real significance of dialog
is noted. And in a larger sense, the reconciliation of thefiRagers said he agreed  with this v
polarities contribute to an interpretation of the problem § Buber’s example of husband and wife suggests a si (ielw.
man, the essential dilemma to which Buber’s philosoplienness that somehow links a past andg%uture fnmtl?:
anthropology addresses itself. pment of presentness. Moreover, the act of gaining confi

There is little doubt for Buber that neither the quali jtion conveys a tremendous source of cognafliI:ler%ceothm
of beingness or seemingness, spontaneity, openness, and ¢ : at
desire to be present before another-is exc usively essentd
to one type of person. We can only speak in terms of whij
one predominates in each individual. Each person has
capacity, the tendency, to base a realtionship with anotl
on appearances or images rather than to live through a de
and authentic wholeness. There is no content involved,
product that can be analyzed to determine some meas
of success in the battle to be whole and to meet anothes
a whole being. Conversation-which is not mere talk
what he calls speechifxing—is one way to establish a meeti
with the other person. _

The decision is not how to make the world but ratl
how to be with others in it. Ideally, the educator exemplif
the importance of being with another. One is less presé
béfore another when there is more concern about impog

dneself or one’s values or in merely conveying information
han when one is intent upon helping another to ““unfold.”?8
e believes thoroughly that within each person is the poten-
fility of articulating this dimension of the primal word,

S In a.convqrsation with Buber, Carl Rogers told of his
notion of acceptance. Buber replied,

Confirming means first of all, accepting the whole
potentiality of the other and making even a decisive
d1fference in his potentiality, and of course we can be
mistaken again and again in this, but it’s just a chance
between human beings. I can recognize in him, know in
him, more or less, the person he has been....created
to become...I confirm him, in myself, and then in
him, in relation to this potentiality that is meant by him
© and it can now be developed, it can evolve, it can ey

the reality of life.2°

tlmater,. according to Buber, the occasion for estab-
a relationship with another person presupposes the
ibility of having an I-Thou relationship with God. The
tionship with God does not require one to deny the world
ense and matter. Of course, one detaches from “exper-
g and utilizing” things and turns inward as a step
Fards purification. But such a movement cannot be
fried out at the expense of human relationship. It is ego-
ical to retreat into the “enjoyment of the configuration
one’s own soul-that is the spirit’s lapse into mere spirit-
ity.” And mere spirituality does not speak to the whole-
bthat is central in his approach. Reason is also involved.
ison is not incidental, but occupies an important realm
flan’s relationship with others, too.

Essays.
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willing to melt down and to transform the political

human realm, decisive without haste, ready to serve

without fanaticism, prepared to wait and yet begin-
‘o 32

Buber: On Education

Buber rebelled against education-by—indogtrinz.t;fn, for:;n ning... l
feeding of clever maxims. Buber’s I_cl)n-gc?xng i ??}‘::tales-
e d to chart his way. Here is one 0 d - | | B §
Hassidim helpe Here is Buber’s authentic commitment to the possibility

fof change. It is a steadfast hope, expressed through the
Hebrew word, Emunah-faith. Education will accomplish
this task to the extent a person chooses to turn towards,
mather than manipulate or experience, another.

i Moshe Hayyim Efraim, the Baal Shem.s grand;
E‘Za: lz;old: 1 hea.zc{ this from my grandfather: O;c a
fiddler played so sweetly that all who heard Lum h 1
to dance, and whoever came near enough to fCZ
joined in the dance. Then a deaf man who k;liav{l nothy
ing of music happened along, and to him d he i
seomed the action of madmen-senseless and in bag
» 31

Some Underlying Ideals

. Two major Jewish ideals are manifest in Buber’s educa-
tional discourse: Hassidut and Halutziut.  Translated the
ormer means a religious way of living that does not separate
the pieces of matter from the moments of spirit. It points
0 that kind of person who is aware of the gap between
distancing and relating, and manifests a sense of a “notyet-
liess.” The Halutz is the pioneer, the farmer in Israel, who
as reclaimed the land, in whose absence the home-less
fewish people would still be without a center. Nevertheless,
National ideology, the spirit of nationalism, is fruitful
B8t so long as it does not make the nation an end in itself
{(When the nation does become an end in itself,) it annuls
8 own right to live, it grows sterile.”34

¢ The Hassid touches the world-as-it-is and reaches beyond
i grasp. The Halutz, similarly, in an earthy fashion accepts
te material and focuses on its transormation. From the
gample of the Hassid and the Halutz, one learns how to
e in the world comprised of neither pure “meeting” nor
ire “distance.” But it is the Hassid who teaches the dif-
fence between the two aspects of life.

‘Admittedly, the ideal of the Hassid~which Buber feels
dissipated because of the decline of authentic orthodoxy
i the Halutz, starts with the world of here-and now.
B8 the bubbling, pulsating, limiting life known to finite
gtures. It is material existence that allows for actualiza-

liof man’s potential to grow into a more moral creature.

taste.

Unfortunately, in the current vernacular we hear ;1;.1 %
of role-models. But role seems by deﬁnmopht?fcst
outward behavior which is to be en}ulatec.i.h “th 1s110 ]
Buber is expressing his own frustration W;l_t those wcti 4
only perceive outward manifestation of certain ?iden
There is more to action than behavior. Trust, cc:ln = ;
affection—relationship may grow through perceﬁvefge g
and movements. Or, in other_ wprds, one seax(;: 1es or r it :
tivity to wholeness, both within oneself and locating itg
ano];.]cllt:lrcation, Buber posited, must be viewed as only ano -;.-
manifestation of the basic relation of man todman. 3
primary human arrangement, however, is basfe oln itPat"
might coerces right. There are severe forms c;l ex}[: o s ..
economic, socij, and political. But Buber has }:)pean_
by speaking the primary word, I-Thou, a m;:.iv ei: os ang
new commitment will arise to challenge the old relationshk
He suggests an approach by saying,

..not your It, your Thou is what is ess%r;lt.m:l, -:I-
not surveyable. It is infinite in its poss1_b5tz1§s,
nonetheless remain peculiar to it, possibilities ,
to you not for utilization but for openm%dug :
redemption, all of them to each of yioual tell .
arises. no longer subservient to the political relatl
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Speaking the primary word I-Thou marks a be inning. |
Though Buber talks as if these are separate individual types,
one could imagine that Hassid and Halutz represent varyings
dynamic aspects within each person’s character. ;
Buber informally synthesizes the Hassid and the Halutzg
The Halutz realizes and follows the teachings of the Hassid,
The words of the Hassid are translated daily into everyday
actions—human renewal in work, with family and leisure=
that have a new spiritual dimension. Buber argues thaf
neither the land alone for the Halutz nor pure spirituality
for the Hassid is sufficient. Yet, neither is denied an impor:
tant part in creating a religious existence. Similarly, Bubes
would not deny the importance of the concrete aspects
of education—texts, buildings, materials, organizational
procedures. Nevertheless, he returns to the emphasis ot
speaking the primary word of relationship, I-Thou. ]
And who will take the lead in this task of speaking
primary words? Buber is unclear. Will it be a leadershif
by an elite?®® All can aspire to become a “great character’;
none is prevented from the possibility of becoming of
but not everyone will reach this status. The exceptions
“great character,” bears an inner unity, as a model
guide, and not as a repository of maxims.

Nothing can change me fundamentall
y and transf
the world before my eyes..This generation mustorlf;

made receptive for the Unf i
ool e o 35 nforeseen which upsets all

¢ In

wiser 8}1;1?:)“, t}}:e young must be taught by their teachers to be
0 e’ .hreil umane, more receptive to, and more able to
kope with change than those who teach them.

The Teacher

] The teacher is a model, a “madreech,” or a guide along
_1.. ;::Ybir g‘jl;e “;:eac}:er eng}fl:nders confidence and self-con-
; ay he or she is “present.” All
jocnce is “p : other char-
: tter:}s;tlcs ﬂcfw ,from these designations. The teacher draws
ut the student’s capabilities. He or she attempts to “lift”
persons up through educati ’ Lt
fons gh education, and not to compel them to
e 1m [iropaganda. Buber, himself, was a masterful
{ eder, I_;:ecrll y concerned in deed, not simply a pronounced
§ A odes’ testimony is si%niﬁcant: “He looked for
."",, | tit were §trug_glmg. for form and shape. Then he
fh‘ em achieve identity. And those whom he taught
bli twraﬁ(, thr};:ugh the. power of his person, not by prea%h-
gilsd hrough answering concrete gsuestions, became his
1'31‘ : uring his life and after his life.”
b :3) ,tezch'er nurtures and responds to two major instincts:
] vfiths' esire to originate and the self’s need for commun-
o lin a larger whole. The teacher is alert to the related
ce cies toward spontaneity and constraint. The in-
rox_- is not a disinterested party to the educational

This is meaningful as long as we accept Buber’s approag jierprise.  Hence, he senses the pupils’ frustration with
_ This is meaningful s Jong us ¥e 3¢50 L Nevericld e ete independence or freedom to experience wha::‘tir

» - : :. w i i ! V
though not all will be perceived as “great charactery anint;:: g emth compulsion that is the demand to fulfill
45 . | rson’s expectation
- n | .
thetf:ffort rilta;fds ic: i}:; “;id: E;yiill éﬁ?glrmityoizl 8 i iThe teacher can act ]:his way because he k i
erations with a vis at brings finite material anc g to experience ‘“‘the oth 'dy” e of o o I
finite spmt}lal universes together is the charge laid upg jany given situati 0h ot o o, of having been
e ] oy siven si f_:;1 1onht e .;.:.udentl now faces. The teacher
ip act that the student can gai
| gain confidence

heepedagogue, trust and esteem him greatly; there is
jever, no way for the pupil to be present in the ex er.
lces of the teacher. ’

That is, not only what the great character does, anf
how he does it, Kut what approaches him, what oc

to him, that to which he reacts, has an inner unig
...the unity of destiny cannot be exactly demonstrated
it is metaphysical postulate, or better still, a religiog

hope.36

This generation must be taught to despise the inil§
ible self-assurance which says: ‘1 am well prepat

& Ji§
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The writer recalls a story from an anonymous source: §
a devoted student sought further wisdom beyond what
his saintly teacher could provide. The latter sent him to af
distant village to study for six months with a revered sage.
Upon returning the Eoung student was munfiated by his
peers with inquiries about the newly gained wisdom. What.
meaning lay behind these holy words; what significance was}
there to the sacred symbols of faith? No response was]
forthcoming. Finally one cynic from the rear of,!:he_roomx
called out, “So what did you learn?” 1 lf.arned, ”sa1d the'
lad, “how the tzadik (righteous one) ties h.13 shoes: Bub T
would say that it is afways in being oriented “towards
another that any values are taught. Buber ‘...perceives the
personality as a harmony of voices which together form
the totality of being human. One of the leading voices in§
this harmony is the faculty of creativity and origination..§
The basic need is to do, not to have.” 3

And so it is with being in the presence of a great one of
teacher who facilitates and engenders one’s inclination;
“to be.” The ordinary is suffused with the transcendent]
In ordinary parlance we would say, “It’s just good being
around him or her.” Moreover, communication 1s evaluated
as much by what is not said as by what is said.

‘a real part of life. One who cannot address pain as well
as pleasure is as inauthentic as one who fails to realize that
the primary attitude towards another may include both
| I-Thou and I-Jt. Awareness of both aspects constitutes
[ part of the process of becoming genuine. It takes courage
' to face the reality that also includes the possibility of being
i present.  The teacher faces a real challenge. Buber says,
i “But, you say, he (your student) lacks the courage. How
‘does one educate for courage? Through nourishing trust.
‘How does one nourish trust? Through one’s own trustworth-
iness.”*!
¢ The teacher has another task which is to appreciate two
major instincts in the person before him, There is the in-
stinct of origination, that which prompts a person to shape
‘and control material; it grows in solitude, in the absence of
imutuality. Contrary to or complementary with origination
s the instinct for communion. This affiliative yearning
longs “for the world to become present to us as a person
..which chooses and recognizes us as we do it, which is
iconfirmed in us as we in it.”*? Buber speaks of the con-
fidence one derives from the realizations of this instinct.
It is a quiet confirmation that persons can be with one
another without the inclination to ““use” or “enjoy” another
findividual through exploitation.
" Both instincts-origination and communion-represent a
Preative force, a spontaneity that is characteristic of life.
Buber sees it moving one outward and inward, simul-
faneously. The instincts are in continual tension.
*'The student carries on his knowledge inquiry in a state
of freedom throughout the day to day activities that might
iclude field trips, independent research, and examinations.
But freedom is not the essential element in Buber’s approach.
Buber views the student as a chrysalis ready for transforma-
don. But he makes clear that this urge for independence
e instinct for origination—provides

...the master remains the model for the teacher. Fog
if the educator of our day has to act consciously,
must nevertheless do it ‘as though he did not.’ Thai
raising of the finger, that qqestioning ance, are hi
genuine doing. Through him the selection of the
effective world reaches the pupil. He fails the recipien}
when he presents this selection to him with a gesture g
interference....Interference divides this soul in his car
into an obedient part and rebellious part. Buta hiddef
influence proceeding from his integrity has an ints
grating force.

[ ..a footbridge, not a dwelling place....Freedom in
¢ education is the possibility of communion; it cannot

be dispensed with and it cannot be made use of in
i itself; without it nothing succeeds, but neither does

Buber does not give us a blueprint, explicating his pref
cription: that when one acts consciously, one does s0 4
though he did not. He tells us that the educator awakef
the ‘pain of loneliness and separateness. But that, too, |

Essavs (M
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anything succeed by means of it: it is the run before §

e Suitn, dhe tating e olin...43 which does not eliminate it but reverses its system of
,

direction... call it experiencing the other side.*¢

The teacher continually reevaluates how to act toward |
the student who demonstrates the urge for origination and |
the inclination towards communism. There are no formulae..
It is not simply a matter of being in charge. One critic has §
said, “For he (Buber) places educational authority on a’
ground which is not merely consistent with freedom but:
also the necessary condition...Moreover, he appears to find |
the secret in a peculiar and paradoxical blend o self-suppres-&
sion and self assertion in the teacher.”** This is to say,]
Buber feels that the truly wise teacher, assuming authority !
based on knowledge and experience in the classroom, can
best understand the student’s personal needs. The teacher
experiences these needs and “pulls back,” allowing the!
pupil to realize his own potential. The teacher provides
opportunities but cannot guarantee outcomes. ;

The educator today must engage in a similar risk and
give up some authority and desire to control the student.’
Buber warns that control can occur in disguised ways. It
may come about with a showering of affection on a student!
but only as a way of “making him or her over” as if he o
she were an object. The student still is perceived as simpl
a ward of the teacher, who (the teacher) only images
openness, a desire for unity, an unqualified show of affecs
tion. The educator must neither coerce by power nor cong
strain by showering an overabundance of affection. He of
she guij:es, evokes, elicits, uncovers, with one goal in mind:
that his or her presence—turning towards the other-wil
enable a similar attitude in the student. The point is to bg
able to see“the subijective justification of the opposite poing
of view.” 45 The realization of this condition points towards
a not-yet-full mutuality: -

| But there is a qualification. Inclusion is not, ironically,
f allinclusive. In an educational milien, the teacher can
 go all the way with an ascetic, unerotic, holistic disposition
| to new knowledge and its critique. But not the student.
i Turning again to Buber, we see, “The educator stands at
 both ends of the common situation, the pupil only at one
‘end. In the moment when the pupil is able to throw him-
self across and experience from over there, the educative
relation would be burst asunder, or change into friend-
'Ship.”47

There is nothing wrong with friendship! Buber only
-.makE:s the point that reciprocity, at least, is not always
possible. Buber states that the student is incapable of fuﬁ’y
Lgaining access into the world of the teacher. The other side
is still beyond.
i Of course, the teacher does all that is possible to evoke
and engender communion, a relationship that refines the
tprimal urge of origination. But the goal of an I-Thou is not
‘presumed. It is not bilateral and would not occur. That
tis what he found to be real, and he stood by his actual ex-
iperience. According to one critic, “He did not argue from
itheory to life. Rather he tried to derive plausible intel-
dectual structures for what life revealed when approached in
openness.” 48

| In connection with the discussion of the teacher, one
must consider the education of character. The education
of character is part of philosophical anthropology, the means
of addressing the problem of man, or healing through whole-
Dess, as Buber has already discussed this. Educating character
has a universal importance. While the concrete subjects of
a‘_cumculum are important, the character that emerges as a
student commences, transcends all else. Character allows for
fiture cglrowth, redefinitions, synthesis. One scholar has
served:

There is an elemental experience which shatters a
least the assurance of the erotic as well as the crateti
(sic) man, but sometimes does more, forcing its waj
at white-heat into the heart of the instinct and remold

" Thus, personality is a completion, a gi
at w ' inst ven...
‘ing it. A reversal of the single instinct takes place , 5 s The teacher

~ may cultivate and enhance it, but the major energies in

Lo
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education must be directed at something more e_ssenual:
at character education... character is task. Itisa leap 4
to what lies ahead. It is the link between a particular 4
individual personalitz and the consequences of his:
actions and attitudes.”’ 5

with whom and in which way knowledge was shared. Subject

‘matter for him was a given, to which the teacher—infused
twith certain ideals and dreams-related indirectly. The
{teacher proceeds to teach students, not subject “material,”
ithough it is obviously part of the process.

Buber contributes an illustration of character education. |
As a novice teacher approached his geography class, he w];:a
greeted by a bit of indifferex.lce, some rowdiness, z;u{lt
anticipated weightiness of ordinary subject matter. odow-_
ing a simple question by the teacher, however, one studentg

Buber does not reject skills, tradition, and ideals by any
means, but he sees them as aspects of existence which
can challenge man to develop, not just intellectually,
but wholly and thus in terms of his uniqueness as man
...(S)ubject matter for Buber is the concreteness of
life selectively made available by the teacher and which
the student not only encounters but also uses as a
§ medium through which he encounters or meets the
Quite unmistakably he had only in this mqment.mad . teacher himself.5!

up his mind to talk about it. In the meantime his fa ;
has changed. It is no longer quite as chaotic as before:
And the class has fallen silent. They ?11 listen. ?.3'
class, too, is no longer a chaos. Something has happr:5 17
ed. The young teacher has started from above. %

responded by telling a story. Buber was enthusiastic about
the student’s transformation. 4

There is, however, a single instance in which Buber
digresses from this general disposition toward content and
gounds remarkably like a classical curricularist. In one
publication Buber traces the scope and sequence, at three
] fevels, of a composition course.52 Here he envisions

Education of character presupposes 2 -mutua%‘conﬁdence_, Sommunication that begins with storytelling, moves to note
not necessarily explicit agreement. This confidence S S king or record keeping, finally comes to a rendering of
nates as relationship and grows out of the urge of originationg hought in lucid exact terms. It seems ironic for Buber to
The desire for communion is revealed through thle knoz_ﬂﬂ have presented a “system” in light of his aversion to
expression of the teacher. The teacher, too, car.lf ealrn romy pstematic approaches. But, life is sometimes paradoxical!
the student, although the former may be mantiestly MoE He advocated that more had to be done than skimming
learned. Buber allows this to pass also as a dialogical relationd bformation from sources or memorizing formulae and
ship though complete reciprocity may not exist. : fieorems. The finest texts, the most colorful, ingeniously
focumented resources are not self-sufficient to the educa-
fional goal he envisioned. Herein lies an insight into another
fimension of this complex problem of appropriate subject
matter of education. As an example, let us examine the
Ctivity of reading and the interpretation of a text.

Subject Matter

Buber was not a curriculum specialist. The clasm
explanation of curriculum as a “course run’’ would ﬁnd_ I-:
favorable response with him. He did, however, apprec 4
the need for structure, having taught and_ administereg
schools for youth and adults. Knowledge mlﬁht be }? al
ized in some systematic fashion as “subjects, .but the dg
cisions as to what should be taught were not as important &

Since both interpreter and author are men, interpre-
tation must include an understanding of the preinter-
pretation of the interpreter and the world view of the
writer. Summing up, we may say that the dialogical
principle applied to reading means that, in addition to

Exsave JII
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all the objective philogical machinery, one must bring #
to the interpretive task an understanding of man, in-
cluding that of the specific You who wrote, together
with a will to relate to the writer just as though he stood 2

here before me.>?

We are speaking here of biography and self-reflection as §

a significant element.54 The curriculum, the content of the -
educational process, is incomplete~whatever its nature--unless |
the person, as teacher, allows his life history to be shared |
with his students. The teacher may be the master of the text |
and the subject area; the theorist may guide the instructor
with a means/ends rationale that is technically adequate’
but allows for no possibility for relationship as Buber has:
discussed it. The teacher who adopts such a technological
rationale for dealing with his students is perceived as anything$
but the great character. 3

...they (the students) have seen the un-persons we haved
become by virtue of our learning..Worse, how manys
a man who teaches about society, politics, human be-
havior or personal values has ruled out of bounds the
questions that a troubled world surrounds us with..
By contrast, whenever we encounter a man whose dis
cipline, no matter how technical, has somehow becom
the medium of his self-expression, we are deeply moved.®

Buber admits his fallibility, his limitations. ;
recollections enable us to see a man who has tried to malg
dialogue a loving process. Although he may succeed or faill
his strength is shown by his attempts in full view. 3

..I have occasionally described my standpoint to mj
friend as the ‘narrow ridge.” I wanted by this to expres
that I did not rest on the broad upland of a system tha
includes a series of sure statements about the absolutd
but on a narrow rocky ridge between the gulfs whet
there is no sureness of expressible knowle g but th
certainty of meeting what remains undisclosed.”®

related to another geographic
i of demarcation. It is continually there, day in and day out
ias we try to reconcile the paradoxical situation before us:
 the primal urge of origination and communion, distancing
fand relation; the line of demarcation is the boundary
between the limitlessness of the search and the limitations
indigenous to the inquirer.
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The narrow ridge is a metaphorical landmark, directly
figure of speech: the line

..the emphasis is given to the situation in which a
certain man is posited at a certain time and place, with
predetermined, though not foreseeable possib’ilities
and limitations of realization of certain values-com-
mandments. This situation is sent by God and happens
to man. He should accept it not passively, but activel

just by finding his ‘Line of Demarcation.’¥7 "

Somewhere between the certainties and uncertainties

of living Buber trusts that we shall find a place to li

s b
teach, to know, through the desire for the shgred dr:a.r::sean(ci)
t.he reciprocal actions. This is part of his life of dialo

: e.
Perhaps the actions of two children on a playground ﬁ:st

summarize Buber’s ideas. The two children were jostling and
bouncing one another with sudden ups and downs on a
gee-saw. After a while, either from fatigue or boredom with
his type of play, they settled down to a less exuberant type
of play. They geared themselves to try to stay on the see-
8w as long as possible by maintaining a symmetry of motion
ind balance. There was a true demonstration of purpose.
 order to succeed at their revised game, each had to simul-
taneously anticipate the moves of the other and be ready

the unexpected—if their shared play were to continue.

fertainly each was keenly aware of the other’s physical
Bpability. But beyond this, one noted 2 joining gf zvills,
Bt spirit, of purpose. Even if these children were not con-
fious of this, it seemed part of the underlying meaning of

Two single, isolated individuals lived the possib-

5 of momentarily becoming one, even while remaining
Eltconscious creatures in their own right.
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of the school. People are so frequently valued in terms of
how much knowledge they can assimilate for rational applica-
ion to problems; while technology has solved so many
problems by utilizing the scientific method, other skills are
ecessary for building interpersonal relationships. In your
own curricular work you have attempted to show how many
tducators, with their technological orientations, have ignored
the personal, the non-material, and the spiritual realms
bf knowledge acquisition. It seems to me that one of the
ngoing tasks of education, through acts of relationship,
s to enable students to become aware of values, rationales,
br intuitions that incline one toward certain behavior.

The Meaning of Curriculum: A Symposium

(The Investigator; Moderator: Martin Buber, Hebrew Uni-
versity, Jerusalem; Participants: James Macdonald, University}
of North Carolina, Greensboro; Dwayne Huebner, Teachers
College, Columbia University; Maxine Greene, Teachers
College, Columbia University; and William Pinar, University}

of Rochester, New York.)
The Investigator:

It is a pleasure to welcome you to this specially convened:
symposium under the auspices of the Department of Curric-:
ulum and Instruction, the School of Education, Loyolal
University of Chicago. The theme is “The Meaning of
Curriculum: Issues and Questions.” The participants will}
be asked to address their attention to two major questions|
about curriculum: identifying the values that motivate ous
work and identifying the nature of the student-teacher
relationship. The discussion will proceed with a statement
of the common concerns that have initially brought thesd
scholars together. In the second part of the symposium thé
participants will refine the distinctions between them:
In this regard they will be asked to argue their position ig
the context of varying approaches to a high school level
course based on Hassidic literature. And now, withou§

further ado, may I present Dr. Martin Buber.

fames Macdonald:
L These motivations you allude to can be termed human
Interests, which can be thought of as well as moral categories.
furricular work may emerge, for example, out of an inclin-
ition to control thought and action, to produce consensus,

modify, or wholly allow free choice.

i My own work in phenomenological analysis of personal
fe history clearly reveals the anguish of self-alienation as
e sickness of our students and ourselves. We can nowhere
ffen begin to heal the breaches in our relationships to one
other until we grasp the sources of this personal depres-
fon:  the current malaise in our schools grows from the

Martin Buber: n . .
gelief that those in power manipulate those who do not

Thank you all for agreeing to share your perspective
on the meaning of curriculum. In our academic work we aré
all conscious that scholarly inquiry can lead to abstraction
and objectification. In the most human of all the discipline!
—education-we have encountered an increasing tendeng]
towards “facticity”: that education has largely come t¢
mean the acquisition of large blocks of information that cag
be systematically quantified and analyzed. At this momen}
we are conscious of how this situation has a strong bearing

B . . .1 s o
on depersonalized human relationships within and outsid

. Buber, you have identified the I-It as one of the
g0 major types of relationship or expressions between
gople. However subtle, it is an attitude that grows from
e’s perception of another human being as a “thing”;
9 own work in analyzing language has made me realize
g little attention we give to aesthetic and ethical modes

Essava -
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often impersonalizing, bureaucratic demands of such a
place. The controlling function of the university is at odds
 with the self-critical, liberating dimensions of literary study
I advocate. Perhaps 1 am being too psychoanalytic, but 1
 feel that each of us in the university har ors both

inclinations. I hope the values of * ity” wil
. mega-versi
dominate. & ty I not

of valuing both in theory and application. indeed, much |
curricular activity reflects a systems approach whereby
goals and objectives and evaluation schemes are preplanned
according to certain data about the needs of the society and §
the student. We may call this curricularizing education, but |
in reality it is training in the technological sense of input, ¢
output. Little attention is given to the realm of intuition;
curriculum ought also to anticipate the fears of the one who §
must organize and assimilate all the new data. The student
tends to be manipulated and managed and so later uses the §
same pattern to get ahead. I recently overheard students §
emerging from an art history examination ask one another, ¢
“How did you do?” Doing, making, assembling, manipula-
tion of facts-all for a grade. Perhaps we need to redefine |
the humanities. g

| Buber:

i From our respective backgrounds we have come to
 similar conclusions about the abstract manipulatory nature
 of schoohn% today. The focus of much curriculum work
as you've o served, is concepts, facts, and historical analysis,
: Today, scientific research provides us with more primary.
 data and critical sources than any previous generation
 However, from the earliest grades youngsters are imbued
- with a primary love and neec%r for information. Customs of
quaint communities, the ideas of the famous or infamous
“historical persons, or the behavior of contemporary people
| are analyzed and reported on. The abstract nature of this
‘learning process is revealed in the personal distancing, the
idetachment of the student from the object of inq’uiry.
'There is another way of putting the matter: the objectifica-
tions of knowledtge. Knowledge is valued on the basis of our
ability to quantify, to separate into smaller parts, which is
ithen used. The code is simple: the more knowledge, the
imore credentials, the more material benefits, the more
ipersonal professional status. There is a concomitant mani-
tpulation of one human being by another within this pathetic
Situation. Teachers are hard pressed to show results of their
efforts while students are anxious to “get ahead.” All this
means that the act of knowing anything about the past or
present—in the arts, humanities, or even the sciences—in little
or no way tends to touch the personal world of the student
i As a response Dr. Greene would have all curricularists
become more conscious of the manipulatory aspects of such
 system and then locate the inner resources we all have for
: . wide-awake moral critique of the status quo. I think this
emphasis is misplaced. Such an emphasis could undoubtedly

be construed as a renewal of spirituality, as a way of nulling

Maxine Greene:

The sorrow of all this, Dr. Huebner, is that we are really
unconscious of how much of what we think of as education |
becomes in actuality nothing more than training. A major
issue before us in this symposium and before teachers and?
students is how to grapple with the conflicting values that |
affect theoretical work. Are teachers ready to provide |
models of critically aware thinkers and feelers? Throughout}
much of our common endeavors we here have referred to]
the ideal educated student as the “wide-awake one” wha
knows how to make connections. The connections of which
I speak link our personal experiences-life history is a moref
useful term of which Dr. Pinar is fond-to the content being
studied. In general, a more intensive focus on one’s “within”
will help engender necessary curricular renewal strategies.

For example, I teach in a very latge institution.
definition the university is one all-encompassing entity,
the parts of which are ail supposed to be intricately related
to the whole; but we know what happens in mass gatherings
of any kind: the individual, that is, the separate person}
within, is ignored. I am a part of the machinery of this
mags institution with its process of evaluating and credent
ializing. But I am not ready to succumb to the implicit
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to the folk literature at hand and a phenomenologic, psy-
choanalytic grasp on one’s own life history. Ihave already
ary e-d against those who assert that this is a type of intro-
pectionism that has no place in curriculum. The act of
bringing elements of our history to the surface refines the
act of self-understanding so necessary to the teacher who
yearns for an authentic non-manipulative relationship with
the student.

the grosser dimensions of materialism, objectifications, and &
thing-a-fication of life. No, the response to our mailaise is 3
found not in the highly personal private realm of conscious- §
ness but in what I have called the “inbetween,” the relation- |
ship between persons. ;

Macdonald:

You are suggesting a different locus of educational em-3
phasis. The problem, as I see it, is that in the absence of-
clearly delineated self-knowledge, wide-awakeness as Dr.}
Greene has pointed to, the possibility of entering non- |
manipulatory relationships wﬂi) have little chance of be-}
coming actual. But one of the critical dimensions of di-
alogue, as I understand it, is having a primary understand-;
ing of oneself and of your neighbor. :

ureene:

I agree that the Hassidic literature of which you are so
fond, Dr. Buber, provides us with a certain framework
or this personalist, impressionistic probing. One begins
_.-, the inspired teacher, who himseff has broken with the
ixed patterns of manipulatory interpersonal relationships
i order to discover the spiritual sources for self-purifica-
ion; and this process of becoming aware leads to facili-
pting the improvement of others. This momentary break

gith the world alppears to be similar to what others of us
ave phenomenologically called bracketing out the taken-

Buber:

I think we are becoming trapped by the same abstractiond
that we have criticized in others. We can best delineate ous
differences by suggesting a specific course of study. Sincg
most of you have used %iterature as a major focus in yous
own attempts to reconceptualize the curriculum, I, tooj
shall use literature. The stories of the Hassidim are as goog
a place to start as any, though of course, I would recognizd

the Bible as the greatest source book ever for stories.

or-grantedness of life. Only then can one discover the true
rigins of perception about the world. These folk tales
d legends are textual beacons guiding the teacher through
fie darkness of self-ignorance that may lead to unconscious
]oranon.s of others. The literature helps us to evolve
f new curriculum perspective for avoiding enforcement or
m position of ideologies, codes of action.

Pinar:

You have repeatedlz stressed the role of the master,

tJ s

certain types of leadership in the realm of intense inte§
ersonal relationships. If I can say so, it seems like o
models the rebbe in an effort to focus attention on one
own inner world. This can lead to uncovering those intd
tions and actual recollections which are connected wig
carlier personal experiences inside and outside of schog
The attempt to locate the genuine self may be nurtured i
a continual bouncing back and forth between the reac rioy

it to deny that in each person there is a uniquely flower-
g soul, our ego, capable of freely reaching out to shape
d recreate the world, but this certain identity ot individ-
. E?" as others might say, is not recovered by peeling away
dtlevels of this worldly experience as one peels away the
fers of an onion. Hassidic literature shows that one’s

Essays [}



122 Journal of Curriculum Theorizing 6:1 Feinberg 123
real needs, fears, hopes are recoverd in a visible act of cha i In the tale Dr. Buber narrated, the world-views of the
logue between persons inhabiting and relating to one anothet@Rebbe and the student are distinctly manifested. Their

in the midst of the physical world. This is unlike certaif
mystics who claim that only after intense self-scruting
can one begin to dialogue with the world. The Hassid argueg
that dialogue with the world is the prerequisite for authentig
self knowing. One simple conversation can reveal a grea
deal about many hidden elements in one’s character. E

Rabbi Moshe Loeb of Sason once sat among the -u‘_' finar:
of a2 small community and overheard the following exchanges !

spective hopes can be intuited through the brief exchange.
btrospection is not denied. But the testing ground of any
fewly acquired self-knowledge is in the physical act of
pining with another, of turning toward another person in
bnversation.

 On this note, I recognize that Dr. Huebner has keyed off
ine of the major emphases in Professor Buber’s interpreta-
on of the Hassidic motif. The qualification that I wish to
fid at this point should not be construed, however, as an
jdication that Dr. Buber is “for”” knowledge-through-relation-
iip, and the other reconceptualizing curricularists and
re “for”” knowledge through self-scrutiny, alone. A point
#fact: many of my colleagues literally Hed the university
i the sixties in search of s:ﬁ:ude, through an individualism

‘Do you love me’? one asked the other. The neighbal
answered: ‘Of course 1 do; do I not befriend you i
every way; have I not spoken with care; yes, [ love youl
But the first regarded him sadly. ‘How’, he asked, ‘cdl
you truly love me when you do not know what h
me’? He who truly loves another knows the ground @
the other person’s being, what his friend is wanting an
what he himself is and is not contributing towards

e s wouldn’t be tainted by the corrupting social influences
fthis type of mass community. But I remained to study and
Huebner: ach in this setting, for I keenly subscribe to a need for

filding bridges between those with similar and diverse
ints of view-social, political, curricular. I say all of this
riew of the fact that my search for a curricular method
dmittedly rooted in Jungian psychoanalysis, the radical
ychiatry of Cooper and Laing, and selected areas of literary
fl educational theory. I presume that Dr. Buber finds the
hases growing from these types of inquiries to be poten-
lly narcissistically overwhelming. But I see no significant
ference between the Hassid’s life of joy and personal
flliment predicated upon knowing his strengths, weak-
. s, and inclinations and our own advocacy of an intensive
derence to one’s “within” as a way of rescuing school
deriences for the aware, alert, young person. It’s all a
tter of the point at which one starts the inquiry process.
gossible, Dr. Buber, that you have not given sufficient
ntion to the first part of Hillel’s dictum: “If I am not for

gelf-who will be for me?”’

I am glad that you selected this story. It is an exce e
example of the concerns that ought to motivate curriculug
Student and teacher join into a relationship, the naturei§
which provides a new perspective on how to get alor;F i
persons. Frequently, however, the t_eacher-st_udent relatiof
ship seems only to be an incidental part of the curricl
process. My colleagues agree, moreover, that too off
the student is perceived as a fixed being with no persof
biography needing to be accounted for by the teachf
The instructor’s major task seems to be in implementi§
the design and engineering transfer of information to &
neophyte. The reconceptualizers of curriculum urge th
in an era enamored of technological patterning and con
tioning that education must nurture the authentic tempe
self of creatures—those who are, in Heidegger's wos
“beings-in-the world.” 1 do agree with Dr. Buber that §
amorphous, unique self becomes known through the §

wa1tnd mnsiisal maatine

fier:
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Certainly the Hassidic motif is highly personal and im-§
pressionistic. It is patently clear that there is no we without
an I. But the concern that has agonized me is that manyy
educators have inappropriately tried to compensate for the
stress on external valuations—for example, by identifying and;
rating people primarily according to some number system.§
The new stress seems to be an innerness, the search for thed
““real me,” the “true self,” the “person within.” Tam fearful
that this preoccupation with the self, to the exclusion off
seeking communion with others, has become an end in itself]
It seems ironic that the impersonalizing aspects of technology?
have evoked this kind of reaction, whereby one who is
frustrated, pained, psychically distraught, seeks solace i
egoistic centering. .

Rev Shneur Zalman was once confronted by his jailes
with the following inquiry, “How can we grasp that an all
knowing God would say to Adam, “Where are you™? Itis
not that God doesn’t know, but the question points to ous
own selfignorance. But lest we ponder the issue as somg
kind of metaphysical or psychological inguiry, we sho
recognize that we are, existentially, in a certain place only
in regard to where other persons are located. How does ong
neighbor meet and greet a companion. Joseph was found
wandering in the field. To the stranger’s inquiry as to wherg
he was traveling, Joseph responded: “I'm gone to find my
brothers.” So they were to be reunited. The act of ra
turning towards his siblings was the way for Joseph to ded
with his ambivalances about his relationship to his brothers

erer, the values that the student takes out as his own
fltimately develop through an intricate process of self-
eflection. It guides one to action based on speculation
ind back to speculation leading to action. The dialogue is
feeply rooted in one’s own consciousness.

fuber:

' 1 am aware, Dr. Macdonald, of your own studies of
Paulo Freire and the success that he had in implementing
_ht:::r.a.ry program with Brazilian farmers. He attempted to
gensitize them to the notions of the controlling, oppressive
lues that affected their lives. But your advocacy of
freire’s approach would dilute the immediate contacts
provided by the dialogical relationship as I have tried to
xemplify it. One is obviously called upon to use all the
enses in recognizing, turning towards and addressing
nother creature. Comparatively speaking, 1 have urged
hat we become more clear about our own intentions,
fot from free speculation, meditation, or cogitation alone,
ut out of deep human association. Dictatorships abound,
batrolling our thought and movement. But our awareness
jf this stifling of the spirit comes not through freedom
fone but communion. In other words we need one another
i order to benefit from the state of becoming free of
kternal and internal constraints. Life in itself is a kind of
fime, the rules for which can be learned neither in physical
litude nor via ideological argumentation.
The Hassidim tell how Rabbi Nahum found some dis-
; _lgs ofl_}ns pla{ing checkers onChanukah in the House of
Elsewhere 1 have suggested that of the knowledge inquirgiai e € LpuChiB oot Tarious aspects
e ted t! ; HEEE the game. One student claimed that he had a right to
models we have, it is the dialogical one out of which curricd6ve backward whether or not his pi ki 8
lum most fully emerges. The curriculum, official noticmpanion knew that this e ity Mg g The
' _The ; ( ST was patently absurd and pro-
and manuals notwithstanding, is created in the interchang §ed that thev ask al thi P
) reatec chay y ask a neutral third party. At that moment
between the students with a set of lived-in world experiencelis: =
_ ‘master appeared. “The rules you argue about are not
the resources brought by the adult monitor, and the ad ential.” They were taken aback. “As f: h
as a fully functioning person. The course curriculum (G ic concerned. vou can consult y aﬁ o e gml?-e
“Jewish Arab Conflicts 1900-1948” emerges from do o4 e i crocid io whes

e of play. It’s cut and dried. What is crucial is wh
. . v . . . what
ments, shared tensions and anticipations. Of course, ho Slftomes of the two of you together as you engage in the

Macdonald:
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game. Specifically, you can only move one piece, in one
direction, until you've reached your partner’s back rowg
Then you have more options. The end of the competition
results in one player being declared more skillful than thg
other. But the way you play together is infinitely morg
crucial than who is the winner. The real moves are mads
in the motivation, the attitude, the concern that one pe
has for the other despite the ego allurements, and frustra;
tions born of the competitive world in which we all survive

Dr. Macdonald, it is in the immediate face-to-facd
challenges we hurl at one another that we learn most abou
ourselves. There is no one person nor dialectic than cal
ultimately determine what another person learns of himsel
or herself in the act of studying any discipline. The rulg
of checkers enable us to play with one another. But W
create new rules—for living—through our play. It is we, yof
and I, whose play—that is, life activity—teaches us what
need to know.

syche, as a way of eliciting the valued decisions we all
nake, is too much akin to the type of spiritual flights of
ntrospective quiescence that ultimately doom full human
ncounter. It is the communal character of one’s ex-
jerience in the educational act of knowledge acquisition
fhat Buber unstintingly has upheld. With respect to Pro-
ssor Buber and our other panelists, neither position in
s entirety will conclusively address the problems of curric-
flum work we initially highlighted. For each human
fThou relationship in which we share, we forge a stronger
k to the I-Thou presence in which we sense an absolute
Blue. For each act of grueling self-analysis we undertake,
jeorists argue we are that much closer to the uniting of
ind, body, soul-all of which participate in the act of
flowing the world through the subject matter at hand.
there is a benefit that accrues to the student who is alert
D the argumentation between both positions. A new
erspective is created, stronger than the separate contribu-
on provided either by Buber or Reconceptualizing the-
FAt this point we enter the second realm of discussion:
e teacher as a model, as a functioning partner in the quest

Ir dialogical relationship.

The Investigator:

There is a consensus that the unexamined life is ng
worth living. In an impersonalizing technologically mad
pulating environment~in which the school is still a focd
point—there is the search for the authentic self.
fortunately, the “search for the authentic self” in each§
us almost sounds like jargon. But the psychological populs
izers make us cynical only about language; the pain of nj
knowing which signal we should be attuned to is real. It dd
not abate. Part of the problem is in the assembly I
mentality where the speciall)ists work on us and we, in tug
work on others. Those who would reconceptualize §
curriculum would guide us to think and act more holisticg
while recognizing the sources of our values. ‘These theord
have laid the primary stress upon existential, phenomet
logical, and philosophical analysis of Eersonal states of beif
these being a way to educate and become educated mg
humanely. :

Dr. Buber’s central teaching in this context is the g
logic essence of the human personality. Deep probing of

. Buber, each of us at our respective universities is
y concerned with more than cl%istered ivory tower
ez h.. It is crucial to be with other human beings
fough joint inquiry into one field of knowledge or
ther. Institutions of higher learning can provide ex-
lEnt opportunities for wisdom to be shared amongst
dgenerations. Our respective commitments to the class-
i obviously reveal how seriously we take our privileges
Fresponsibility towards those who form the life blood
the university, that is, the students. There is a kind of
fensus among those who reconceptualize curriculum

gy, that it no longer is adequate to be a repository of
Wledge, teaching subjects. The teacher must first thor-

ily be committed to teaching persons. This is the only
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the student neither can nor should be able to know
world of the teacher. Only when the educational
fationship evolves to friendship can this full mutuality
fer exist. I do not understand.

real way through which we can address the psychic di
solution which one brings to such a high pressured envirg

ment.

Macdonald:

" fiebner;
Hopefully, the teacher can help the student wafh‘lsé :
her own experience of living through the tensions o .-_.
taneously wanting to separate from, and be part of, &
group. And Dr. Buber has clearly shown us that an inclin
tion towards either of these extremes can become an e
As I see it, the teacher of education attempts to maintd
critical awareness of his own impulsqs and actions so thg
he does not succumb to the temptation easily available § l
the teacher, of moving to one extreme or the other. —ber:
S In an educational venture there are certain objective
Buber: Pects that cannot be compromised. The teacher by his
bher status, orientation, and dispositions sees beyond the
rizon in a way not allowed to the student. You cannot
fange nor do I think you want to change the nature of
' communication that exists between these two parties
fan educational venture. For an illustration: you do not
pect the doctor the come to the patient for healing.
fere is an objective condition between them that cannot
taltered. All I can add is that the great source of in-
fence that the teacher holds vis-a-vis the student is humb-
g} A doctor is forever learning medicine since he is not
By to absolute knowledge about the unfathomable
steries of the human body. By definition the healer
ows what he can and cannot accomplish with the ac-
réd and endowed skills at hand.
e Hassidim held their Zaddick in the highest esteem
one who uniquely understood himself and his fellow
itures. Yet ‘tlhe more wisdom he had, resulting from
ig able to unite material and spiritual realms in his life,
more he held back from imposing himself. There were,
fourse, perversions of this model, but the model is,
ttheless, firm and decent. Because of the high calling
fie human being, each of us struggles upward and on-

iProfessor Buber, I believe that your distinction between
dationship that is educational and friendship seriously
ftracts from the dialogical priorities you have originally

If we curricularists are to learn from you, Dr. Buber,
ir first task is to comprehend the apparent contradiction
fident in these two categories of meeting.

The teacher acts to bridge his chasm by virtue of &
perience, perspective, an in-depth sensing of how one &
turn towards, and be present before, another human beif
The teacher must be an exemplar of mutuality as the k§
antidote to that inclination we all have to use, manipulag
others as things. ) [

© tCr)fi'la; finds the fogﬁowing tale from Hindu literaty
The gods and demons were once engaged in a contes
“To whom shall we offer our sacrifices? They (den.l
placed all their offerings in their own mouths....Parajag
the primal spirit, (then) bestowed himself upon the »-
The idealp essence of each person is rooted in the
of turning away from egoistic solitude,and towards anot
creature. We have identified this movement as communig
The teacher is the awakener of this possibility for sharif

Greene:

1

I perceive a paradox. How can the teaf:ht}r be
ideal exemplar of mutuality, gf shanng, when in fact L
is not parity? You have said that in an educ]:tlo .
lationship the teacher can know the soul of the stug

-
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ward to be the measure of all things. The teacher thus, @
a part of the whole of the species, assumes a strategic hig
point among the disciples. But the higher the stature, t§
eater the humility. Through the literature we leas
Rabbi Abraham said, “We say in our prayers, ‘Every sto
shall bow before you.” When man reaches the highest rung
when he reaches his full stature, only then does he becom
truly humble in his own eyes and knows what it is to bag
before you.” d
The instructor may well represent a much higher
than the student in the scope of knowing; but before his oy
conscience and the presence of God, the teacher reali
his own limitations and ceases any inclination to conts
or arbitrarily decide what is best. This, of course, is g
ideal, but I feel that it is vital in our day to formulate ided
and to strive to attain them. :

endable system for bringing a fresh honesty, an openness
¥'the classroom. But you question my attitude to the
er out of the same skepticism you apparently hold over
own position.

F You see, it should be clear by now that I oppose systems
b any sort; especially those that emerge from intricate
tellectual and psychic networks. I do not believe we con-
dict our estimation of the act of dialogue as the highest
ork of the human being when we simultaneously focus
jon the teacher’s great calling and superior presence before
¢ student. The authentic é)erson who would teach fully
_ s the absolute nature of the dialogical relationshp and
puld do nothing to compromise the integrity of the stu-
::r And the moments of dialogue need not even involve
i There is a tale of a young Hassid who, having exhausted
8 teacher’s great store of knowledge, was sent to another
llage. There he found a famous rebbe, a teacher in the
fllest sense of the word. He spent six months in the presence
b this master. Upon return to his home village, all his
fers and mentor inundated him with questions: What had
€ discovered? His answer: I learned how the rebbe ties
8 shoes!

'From this story one gathers that it is in the day-to-day
nduct-exemplified almost tongue-in-cheek by the act of
e tying-that the most profound values are perceived and
ed upon.

Macdonald:

There is a tremendous responsibility placed upon yg
teacher. Professor Buber, I guess I am ¢ nical after aIl
these years; many assume the mantle of leadership as
aspire towards articulating what you would call “absold
value.” The teacher might act arbitrarily; in the procg
of selecting the effective world-i.e., the subjects, etg
he might be imposing and propagandizing his own W

Professor Macdonald, you are not the first educator wj
has been skeptical about ascribing this disposition to §
teacher. Theoreticians and instructional leaders have, in
process of intellectualizing and psychoanalyzing the act}
teaching, recognized their positions to be vulnerable. Yg
yoursel%, have suggested a dual dialectic between outer
inner worlds by which the teacher continually checksi
own valuations of ideas and people. If he is clear thinki
he will be able to see the correspondence between wi
he says and does in the community and what truth he 4@
wally nurtures in his soul. Yes, Dr. Macdonald, it is a cdf

__f the ?ducational experience. You do, however, seem
be a purist, Professor Buber. You bemoan the fact that

Essays.
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I appreciate your candor, Dr. Pinar. I hope that in these
nnk exchanges we have all taken something new into
irselves as a result of having turned honestly and lovingly
fwards one another. Your own work, and that of you

there are no longer any great visions ini:usinF the act of teach
ing with meaning, yes, you have said elsewhere :
meaning.” You have accused contemporary pedagog
of being enamored of either the funnel or pump -.-_-;. o :
the student as only a passive receptacle of the wisdom {thers here, deeply interests me. Beyond the scope of your
the ages, of the total source of all wisdom that simply nes@lsearch and the breadth of writing about the problems of
to be “pumped out.” But you invalidate the methods @lliing in an I-It world are your personal commitments to help

a8irture more humane alternatives.

f the reconceptualizing theorists as much too intell&S
if;:lleaﬁd p:yrchologifai for afhieving a high level of honesiilli What I find missing, however, is any kind of stimulating
sion to help focus our fullest energies. And I believe that

and communion in the educational setting. I'll admi‘t tha ‘ :
am zealous for the approach I am continually testing ajicurs because we have basically been doing our work and
fing our lives as if there were a dichotomy to be preserved

refining, namely, “cumrere.” It is a way of overco nit as : es:
liabilitige’s inherent in a relationship where one ps tween the religious and secular spheres of life. This is not
theological tract, but I'll venture to say that western

an’s inclination to compartmentalize the spiritual and
faterial dimensions of existence has contributed to our
lomie.

Il have elsewhere argued that all education worthy of the
fime is education of character. The goal of entering into
fationship with another is “character.” It is the need,
frceived and nurtured, to accept responsibility for a word,
lpesture, a continuous series of behavior. The Great Char-
ter, though not necessarily a moral genius, takes the whole
ild into account when he responds to a question or
dresses another. And the whole world means that through
man dialogue one addresses the Eternal Thou. The
icher, because he knows the world of the student and his
fn world, is best suited for initiating this bridging of the
) between material and spiritual world within each student.
fmanistic and religious values are interdependent; the
ficator who takes E:)th perspectives into his active orien-
lon towards students is complete and mirrors an image of
#Great Character. It is a unifying image that would make
lumanistic endeavors of the reconceptualists more thor-
ghly penetrating.

« ..all the education worthy of k
the name is education of character.

by virtue of age or experience or credentials, is not on§
same level as another.

Greene:

Dr. Pinar sounds like a university professor holdin
for dearlife. I am a bit surprised. -

Pinar:

Deep down I believe there are great truths in the Hassd
treasury about human beings come to share knowledge ab
their world. Unfortunately, however, the high spirif
calling of some of the most esteemed leaders was cg
promised by flights of ego leading to manipulation and.
reconciliation. 1 suppose I would like to depend on sal
thing more than the “immediacy of relation” to recog
these eternal values which yc;lu fegl are so far missing in;

ion of our teachers and students. :
S 1 believe that Professor Buber has, in his writings, and

Baber: fe, today, more sharply articulated the position of the

]
i
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POSTSCRIPT

[ A symposium format was selected to effect a synthesis
i the reconceptualists and Buber in a “personal” wa
e writer has attempted to reflect the imaginative innovz:
playful mood that pervades the works of the recon-
ptualizing theorists.
Buber was not a curricular theorist, though his views on
ducational relationships strongly complement those of the
bur curricularists studied here. Therefore, a new dimen-
bn of understanding is added by noting additional points
b dissimilarity among some issues. While there are only
gative differences, a spirit of controversy pervades this
mposium, thus expanding the earlier discussion of the
reconceptualists and Buber.
t- ecific curriculum issues were selected upon which some
X  of the symposium members could respond. The five
fllsts have' made their observations in regard to specific
ical questions with which educators will deal between

and the turn of the century.

teacher in the educational relationship. In comparison with
the reconceptualizing education, he explicitly verbaliz
the great importance and responsibility of the teacher§
Jeader. Thus he is more vulnerable to criticism since &
stand for dialogue in an educational relationship and mu
uality seem incongruous. The reconceptualists are all active
part of the teaching corps and have legitimately reacted nf
out of theoretical concern but out 0?1 a fear of what th
have seen in educational institutions: those who take 4
vantage of others under the guise of “leadership.” 4

Berause Buber does not offer us a step-by-step proceds
for teaching a course of literature or provide a handbo
for rating teacher behavior, he is sometimes difficults
assimilate. Moreover, these curricularists and philosophg
before this day only generally addressed the kinds of ing§
human dilemmas that Buber focuses on in detail. 4

The purpose of this symposium has been to alert bg

oups of thinkers (theorists and Buber) to the conce
they have explicated in their respective endeavors. T
investigator believes that the discourse of university curi
larists who are drawn towards the act of reconceptualig
can be enriched from greater familiarity with Martin B '-
The synthesis has not yet been made, but the seeds are sg

Our teachers relate a story of a person born withof
soul. This man pleads with God for a soul. One nigh
a dream, he entered Paradise and saw an emporium
sold a variety of wares, He entered and requested a
A heavenly creature placed a seed in his hand. The
cried, “I asked for a soul.” “But,” the angel said, “her
sell seeds, not souls. It is up to you to nurture that sed

it blossoms into a soul.”

P The Artists Son Drawing

essays [
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thought. In liberal social theory, individuals are seen
§ separate, autonomous monads that are unique unto
lemselves.  Psychologists study individuals and groups
§ if they were independent of larger social structures.
hus, psychology as a discipline is one of the social em-
bdiments of liberal individualism. Psychology, as a dis-
ipline, represents the overarching belief that ge study of
fdividual and microsocial units is possible and desirable.
0 be able to demarcate sociology from psychology rep-
Gsents the belief that the individual can be studied as rel-

A question about your subscription? _'ely independent from other social institutional struc-

Telephone Margaret Zaccone at 716-654-8010.



166 Journal ot Curficuium 1NEONZING UL Suuivai 3 s

relations proves to be systematic rather than accidental
omission. Although this type of analysis has been done in
father discilplines (e.g., sociology, medicine, law, engineering,
c.,) Wexler notes that this type of social critique within
social psychology has just begun. May I say parenthetically,
that it has “‘just begun” because this book begins the process
within North American social psychology.
i Part 2 of this work lays the foundation for a critical
and socially neutral. Indeed, professionalism maySsocial psychology to counteract the systematic method-
itself be the new ideology for the mystification andic ogicaF omissions mentioned above. In this section, the
denial of the social character of knowledge. (p. 157)8onventional social psychological professional will have
to explore a broad spectrum of political and social theory
which may, at the outset, seem alien territory. It is here
that the reader must push on to engage a discipline critique
which will take him/her beyond “paradigm criticism.”
is section on theory reveals the range of scholarship
bf this author. The reader will encounter Marx, Freud,
Reich, the reflections of the Frankfort School, current
European psirchoanalytic critique. In weaving through
this complex literature, the author is finally able to raise into
full relief the essential features of a new type of critical
jocial psychology. All of the silences of mainstream soci
psychology are now given voice. Thus, we have the cate-
jory of class and the contradictions that are produced
b “every-day life.” We are now talking about a “social
fsychology” embedded within a production process (i.e.,
apitalism).  Stemming from this connection, categories
ch as alienation and exploitation are given voice and
(1)me an intricate part of the praxis of a new social psy-
hology.
i The final section of this book, composed of four chapters,
§ entitled “Analysis.” Wexler ventures that a critical social
sychology must consider specific categories of mediation,
nd this author chooses to focus on the categories of social
fteraction, self and intimacy. These categories are analyzed
jithree separate chapters. Wexler’s choice of these specific
incepts follows from the rationale “that each category
presents a phenomenon which is dissolving in every-day
fe as society polarizes between right and left and liberal
fgemony breaks down” (p. 89).

the task of evaluating the historical developments of modern}
psychology through a critical analysis of conventional socialf

psychology: i

...social psychology is part of a wider culture and]
it plays a social role. Social ﬁsychologists appeal to al
super ordinate norm, the ide of scientific autonomy;}
to justify their experiences and actions as professional

As a discipline within the social sciences, it is unique for
its total lack of a critical perspective (Sullivan, 1984). The
depth of scholarship in this book is illustrated by Wexler's
ability to weave “critical social theory” into a conversation
with the conventional discipline and also suggest new grounds
for social psychological inquiry. With that in mind, let mg
now turn to the content and format of the book. A

The book is divided into three parts. Part one is entitled
critique. Wexler examines the dissenting critique of maing
stream social psychology, (e.g., McGuire, Harre and Secord|
Gergen), and notes that by treating conventional sociz
psychology as a “paradigm crisis” of positivism, the dig
senters continue, as does the mainstream, to treat soci
psychology as a contextless apolitical discipline where
only conflict is “paradigm-conflict.” -

Wexler sets out then to rectify the apolitical analysi
of current dissent. Following along the lines of the Frani§
fort school of critical-social theory, he tries to locate know
ledge production as social psychology within histori
political and economic movements within society. In thi
chapter, an historical relationship is established betwes
corporate capital, general cultural belief and the form ag
content of professional knowledge. Wexler reviews historig
literature from a number of disciplines and leads the reade
through a process of thinking which will show that histos
ically, social psychology is a defense against the social knog
ledge that it systematically ignores. Thus, the total omissig
within social psychology of an analysis of structured soci

‘--
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The chapter on interaction is entitled “The End of Sociak
Interaction.” In this section Wexler accomplishes a thorougs
critique of equity theory in its reassurance that individual
can achieve happiness by rational calculation. Wexler point
out that equity economizes society, while at the same tin
removing process and production from the anaallysis of socid

He argues that a critical social-psychology
would begin with the question of “labour power” and &
ploitation rather than concepts of behavior and self-concept

n

Wexler ends this chapter with a tantalizing statement whig

interaction.

I wish he had pursued in more detail:

The task of a critical social psychology is not only
describe generalized production and exploitation, b
also to describe the everyday strategies that are beil

developed by the exploited to counteract the end’s
social interaction (p. 116.) 2

The chapter on the category of the self is entitled T4

New Self: Breakdown or Breakthrough.” In this chaptd
Wexler leads the reader into an historical understanding$
In contradiction to mainstred

the concept of the self.
psychology where the self is a reified entity (you might'§

an entity unto itself ) Wexler shows how the self in 1§

capitalism is regulated by commodity relations. In our ti

we have moved into self understanding which sanctifi
the impulse for purposes of consumption. Wexler contef

that “the search for intensified experience which typif
the impulsive self of the late twentieth century is evides
that the need for immediate experiential stimulation &
gratification has not been extinguished by commodj
relations” {p. 123.) §

The fact of the matter is that the commodity form d

not rely on the fulfillment of impulse, but rather onj
continuous frustration. Wexler shows how modern ady
tising stimulates frustration rather than fulfullment
makes the connection, at its extremes, between contint
impulse frustration and schizophrenia. The majority
population is spared this extreme, in Wexler'’s view,
numbing of its awareness.

-
"
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If the self is not a reified entity, then it is historically
feated in a different manner at different stratas of society.
he author shows clearly in this chapter, by example, that
i psychological effects of commodification are experienced
ifferently at different points in history and differently
ong different social classes. A critical social psychology
alyzes this historical tendency, but it is Wexler’s conten-
fn that a critical perspective demands an advocacy of
ecified class locations. This new form of social psychology
ist attempt to articulate the unspoken psychology of
flergent classes. He refers to the recent pop psychology
ifhelp excursion into close personal interactions (e.g.,
frriage encounter handbooks, creative divorce, etc.) Wexler
it his critical eve on the role that intimacy plays in blunt-
g out social contradictions within the society. He main-
ins that many real social contradictions, such as class
g_ender contradictions, are shifted out of concrete in-
ffutional contexts and are moved into the personal, private
f of intimate personal relationships. Here the personal-
ing of socially patterned contradictions into privatized
femmas of intimacy are seen as a method by which the
tus quo is maintained. This emphasis on the personal,
Wertheless, has its two-edged sword. Wexler concludes
it “the present dissolution of intimacy (social psycho-
ists, like Minerva’s owl, seem always to be spreading their
Bigs at dusk) back into familism, sexism and fundamen-
ies also opens up the possibility of returning from per-
alization to social solidarity” (pp. 155-6,} . _
For those interested in curriculum theory, this book
Bt be placed in an historical context in current curriculum
prizing. Here its location must be seen in the recent line
scholarship starting with Bowles and Gintis, through
lle, Pinar, as well as the current author (I refer to Wexler’s
lous work, The Sociology of Education: Beyond Equal-
It also links itself to the critical British sociology in
gation work of Stuart Hall, Paul Willis, Roger Dale
others and resonates with the Critical Pecfagogy scholar-
at the Ontario Institute for Studies in Education. What
Bique about this work is that it systematically addresses

»
%
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iscipli ince i ears that psycholo] N ' )
{’SyCh"lOgy T;r;ed;img.lllr:;;ulilrgc:htoﬂ)zlzng, this bgo);( shouldistetex t: Critical Social Psychology by Philip Wexler.
ocoms very

e § bcanss it provides an alternative to the new wal putledge and Kegan Paul. Boston, 1983. pp. 190.

nitive science theorizing which pretends to be a cg
?:c:i‘:ri to behaviourism, while harbourln% all of allnehaw -
ism’s ideological blindness (e.g., power relations lon’gc'; 4
gender and ethnic lines.) My only wish about “(;exder stio
% that I would have liked him to have addressed e uc;
issues in more detail. This is not an easy book to read. :
of the reasons why it is difficult is because it cfc.we.
«critical social theory” literature which will be ?fr} z:lxln
to most psychologists. A second reason for fdl lch ty3
because it is breaking completely new ground l'lor };N at
scope of a new critical social psychology might de ﬁn
future. Difficulty, therefore, should be embraclei Zh ;
reader for hefshe will be introduced to 2 boo “F ;
unusual range and depth of scholarship. The rarl;ge Es schf
arship is unusual because this is one of the fe“i ooks in §
discipline of psychology that situates psychology wi
“critical theory of society.”

UNCRITICAL CRITICAL SOCIAL PSYCHOLOGY

Kenneth Carlson
Rutgers University

‘Wexler’s book contains three major assumptions. First,
exler is convinced that theory can be more than mere
bculation and that it can constitute an accurate articu-
bon of an otherwise incoherent social present. (p. 77)
tond, Wexler is sure that a theory which does this will
pire resistance to the ideological containment fostered
t American culture. (p. 23) Third, Wexler believes that
thas framed this kind of powerful theory, using three
n themes from social psychology: interaction, the self,
id intimacy. Moreover, Wexler beEZves that he has avoided
 failings he finds in the theories of such contemporaries
Armistead, Archibald, and Larsen (p. 22) and such illus-
pus predecessors as Marx, Freud, and Horkheimer. (p. 69)
g¢ failings are, on the one hand, ahistorical in that the
fory is not located in an historical context, and, on the
fler hand, a field dependence which does not transcend
historical context,

Obviously, each of Wexler’s assumptions is both true and
ge. All of the assumptions are the kind to which we sa

s, but...” What is intriguing about Wexler’s book is the
gnt to which he undermines his own assumptions and
§ into the failings he attributes to others. We say yes
Wexler’s assumptions when they are first presented, but

b his elaboration of these does not elicit further affirma-
m, only a series of “buts.”

Reference

Sullivan, E. V. A Critical Psychology, Plenum: New Yo
1984.

Assumption One

Jhe first assumption - that theory can constitute an
rate articulation of reality - is the theology of intel-
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Kenneth Catlson
Rutgers University

Wexler's book contains three major assumptions. First,
exler is convinced that theory can be more than mere
tculation and that it can constitute an accurate articu-
jon of an otherwise incoherent social present. {p- 77)
tond, Wexler is sure that a theory which does this will
ipire resistance to the ideological containment fostered
i American culture. (p. 23) Third, Wexler believes that
ghas framed this kind of powerful theory, using three
in themes from social psychology: interaction, the self,
d intimacy. Moreover, Wexler beﬁgves that he has avoided
¢ failings he finds in the theories of such contemporaries
Armistead, Archibald, and Larsen (p. 22) and such illus-
pus predecessors as Marx, Freud, and Horkheimer. (p. 69)
e failings are, on the one hand, ahistorical in that the
gory is not located in an historical context, and, on the
er hand, a field dependence which does not transcend
¢ historical context.

Obviously, each of Wexler’s assumptions is both true and
fe. All of the assumptions are the kind to which we say
g5, but...” What is intriguing about Wexler’s book is the
gnt to which he undermines his own assumptions and
b into the failings he attributes to others. We say yes
Wexler's assumptions when they are first presented, but
0 his elaboration of these does not elicit further affirma-
, only a series of “buts.”

Reference

Sullivan, E. V. A Critical Psychology, Plenum: New
1984,

Assumption One

fhe first assumption - that theory can constitute an
rate articulation of reality - is the theology of intel-
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lectuals. The theory which actually provides this artlcu.latl
is the Holy Grail for which intellectuals search, convinceds
of course, that it is there to be foun(%. Alas,_there ate 19
Holy Grail theories, only a pile of dixie cups littered abo :
the intellectual landscape. The cups are certa’.mly capab
of holding liquid; the problem is that they don’t hold mucl
and it’s usually water. Either they contain a very smal
amount of reality, which is passed off as the w}}ole or the
essence, or else they contain the all-encompassing truis
which has the intellectual nutritive value of water. Mos
often it’s both: a gross oversimplification illustrated witl
examples that only serve to evoke in the reader a lot :
counter examples. _ 9
Wexler is especially puilty of the sweeping generalizatio]
sans illustration. It’s as though he knew he was writing fd
an audience who shared his perceptions and so persuasigl
would be superfluous; assertion would suffice. And
he says in condemnation of equity theory that this theof
empties interaction of any specific content and .Ir.'
only an opaque and universal sounding theory. (p. S
He also insists that “a specific description of the historical
specific contradictions of the formation and dzsmtegra
of the particular mediating or relational process for a g :
society must be worked out.” (pp. 78-79) (Emph:
mine to illustrate Wexler’s penchant for prolixity.) Wexl
is as sensitive as C. Wright Mills (1959) was to the -.-.
ness of grand theories, but he repeatedly slips into tha __
of theorizing himself. And unlike Daniel Bell (197.
who can come up with both grand and grandly opposi
theories to capture the contradictoriness of our cultu
Wexler is too determinedly Marxist to interpret hlstorl))r
varying perspectives. His is the old Procrustean bedf
Marxism into which everything can be fitted given enod
interpretive imagination. o
Wexler’s theory, then, ends up being just another di
cup theory - one to which we assent as _bem%l someti
true and one from which we demur as being t
essential truth of our times. Human nature and Ameri
culture are both too complex to be summarized in a sin
theory. It is naive for any social scientist to think otherw

and it is overweening for one to think that he has espied that
twhich has eluded everyone else.

Assumption Two

The second assumption - that theory can inspire resis-
ftance to the ideological containment of American culture -
4is, of course, a predgi'lction. Here again, however, experience
to date does not provide much warrant for the assumption.
Where theory has been associated with revolution (the
imost dramatic form of resistance,) it is impossible to know
thow much of the revolution was due to the theory and how
much was caused by objective pressures which finally burst
the bonds of convention. The fact that Marxism has become
the state faith in several countries says no more about the
potency or compellingness of that theory than does the fact
that capitalism and fascism have been the state faiths in
bther countries; these facts do not elevate those theories to
ghe level of irresistibility. Theory serves more of a post hoc
ixplanatory function than a causative role.

¢ History abhors ideological vacuums, and when one faith
i falling into disfavor whatever faith is waiting in the wings
fands a pretty good chance of being ushered to center
tage. If two or more fledgling faiths are positioned to con-
end for center stage, the victor will be the one whose ad-
erents have been more politically skillful, not necessarily
e one which more accurately depicts objective circum-
ances or plumbs better the human heart. Socialist theory
as never become a state faith in the United States, but the
gasons for this failure (Laslett & Lipset, 1974) are not
flated to any descriptive or ethical inadequacy of socialist
ieory.  Conversely, had socialism come to prevail over
Bpitalism, the reasons would have been equally unrelated

dthe scientific or moral appeal of socialism.

L For a theory to have the transformative power that

fexler thinks is possible, two conditions would appear to

finecessary. First, the theory would have to be couched

i simple and startling terms. Abstruse theories are not

mprehensible to most people, and the few people who

d have the ability and make the effort to understand them

.
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2 Assumption Three
are not likely to be the politically engaged type. They aft
more likely to be coddled and comfortable university pra
fessors for whom revolt can be provoked only by the immi
nent abolition of honoraria, royalties, or sabbaticals. Thé
Michael Harringtons and Stanley Aronowitzes are truly
exceptional. E

The second condition is that there be few or no com
peting theories. If the choice is between Adam Smith ang
Karl Marx, the contrast can be drawn starkly and
choosers will not be confused by complexity and nuancé
However, if the choice is between Smith, Marx, Keyne#
Parsons, Sowell, and Thurow, the choice becomes geomé
trically more difficult, and most of the few who are co
versant with this theoretical cacophony are still in a statf
of suspended judgment when they enter the state of su
pended animation. They can get away with this permaned
procrastination because the practical choices they are forcd
to make, say between Jimmy Carter and Ronald Reagan, ca
be made on the basis of narrow, short-term consideration
(It is worth noting that the Carter-Reagan election wj
an unusually clear ideological contest, not the kind that :
American two-party system typically offers as seen in tl
recent contest between Waffling Wally and Reined-In Ronni

There is no social science theory today that is so simp
and startling that it commands the active assent of larj
numbers of people. Instead, there is a welter of theorie
the detritus of academe and the careers being made there
To be near this Tower of Babble helps one acquire an appa
ciation for scholarly ingenuity, but the dissonance cd
be intellectually immobilizing, and perhaps this par:
is the inevitable end-state for intellectuals. At any r:
lacking a clearly superior alternative to the status quo§
makes more sense to acquiesce in the general system 2
work toward obviously warranted adjustments than
repudiate it all because it falls short of utopia. Since
never would have uttered such resignation at age thirg
one can infer that the intervening seventeen years have ¢
gendered in me wisdom or wariness or both.

| This is Wexler’s assumption that he has provided at least
the outline of a theory that will yield significant resistance
to the present economic and political arrangements of
America. This would be a monumental task for anyone, and
flexler reveals too many disqualifications to be the one to
pul it off. To begin with, he insults potential allies into
i f.enswe postures by imputing to them a purblindness from
phich he implicitly and arrogantly exempts himself. He
elaims to see things so mucE more clearly than others,
even though he seems to see the current American economic
firama almost entirely through the eyes of Castells (1980),
fo whose eyewitness report Wexler gives great credence.
p.'3‘4, 78, 102, 144, 159) Castells sees crisis and Wexler
& willing to take his word for it, probably because there’s
fio point in writing an exhortation to resistance if things
gre going well. Wexler reminds one of the radicals who
pelcomed the elections of Nixon and Reagan because these
portended such calamity for America that the millenium
tould not be far behind. Wexler argues that we are in a
frisis situation and that this situation will condition people
0 heed his alarms. Granting that Wexler wrote his book
before the economic upturn, he still inflated a crisis that was,
n reality, too minor to be a launching pad for revolution.
en percent unemployment means ninety percent employed
it higher real wages because of the lower costs which follow
jpon increased unemployment. The Federal budget deficit
5 so huge that it defies comprehension, and the collapse to
which it is supposed to be leading is still a projection. People
Go 't rel:_)el against projections, nor do ninety percent get
pitated into action over the penuriousness of ten percent
fhose plight can be attributed so facilely to temporary

fconomic dislocation or to character defects.

I think of myself as a socialist who is in basic agreement

ith Wexler. However, I have assigned as required reading

n courses I teach, books by the Friedmans (1980), Gilder

1981), Hayek (1944}, Kristol (1978), Nozick (1974), and

fimon (1978). This was done to balance such required

Jooks as those by Bowles and Gintis (1976}, deLeone

M,



176 Journal of Curriculum Theorizing 6:1 Carlson 3 177

1979), Harrington (1970), Jencks (1972). Lowi (1969),
Ryan (1981), Silverman and Yanowitch (1974), and Thurow}
(1980). The purpose for the balancing was not to create§
the confusing babble mentioned earlier but to challenges
what would otherwise be cheap prejudices. Hayek especially]
would seem to give pause to socialists who, enamored of their}
thetorical nostrums, have avoided asking themselves hard
questions. It is not at all evident that Wexler has tempered]
his position through consideration of such contrary ideas
but perhaps I just begrudge him his certitude,

In his chapters on interaction, the self, and intimacy,
Wexler suggests that the real crisis is one of the spirit. Theres
is certainly plenty of evidence of spiritual dissatisfaction inj
America. Indeed, satisfaction of the spirit is one of our
great growth industries. However, it is like the resort in-
dustry - one which caters to people who are already pretty;
well off but would like to be continuously euphoric. Iden
tity crises, ennui, languor, malaise are illnesses of the af:
fluent. They may even help to persudade us that because we
are not all that happy, we are not oppressing the poor all
that much.

tadjective or adverb where a bunch of them can be strung
btogether. For example, arrest becomes “‘arrestation” (p. 70)
fand problem becomes “problematic” (p. 74) and segments
iof the population become “social segments of the popu-
lation™ (p. 125.)

| At points Wexler’s style is mind-bogglingly redundant.
He refers to “the centra};ty of exploitation as the central
fcategory”™ (p. 163) and to ‘“‘the perceptual acceptance of the
lcommodity appearance” (p. 122.) He is also capable of
‘rapid fire self-contradiction. On a single page (121) he
fcan complain that under capitalism product is confused
“with process and then go on to lament the fact that product
is separate from process. On page 135 he characterizes the
fnew class as being field independent, but on the next page
he says they are field dependent.

Thus there is a problem with both the substance and
style of the book; however, it may be the latter that causes
ithe former to appear weaker than, in fact, it is.
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SOCIAL PSYCHOLOGY FOR SOCIAL CHANGE

Debra Swoboda
State University of New York at Stony Brook

. Numerous critics have pointed out that the social sciences
rovide technocratic knowledge for societal-management.
Dther radical critiques argue that social theory is ideological
in nature, that it describes a passive individual overwhelmed
by social forces. Philip Wexler’s recent book, Critical Social
sychology, demonstrates that social psychology reproduces
both knowledge and the occlusion of knowledge. Social
isychology is not just a reflection of rules of common
ense or a model of abstracted social self. Critical Social
sychology reveals social psychology as more than ideology
because it points to contradictory patterns in social relations.
Wexler describes psychology’s liberal characterization of
iocial alienation and its attempted masking of exploitation.
e goes on, however, to also turn social psychology on its
iead. He proposes a new model, a critical social psychology
hat unmasks the reification of social domination and in
mm promotes social change. Last but not least, Critical
locial Psychology uses an understanding of modern social
fontradictions to illustrate the larger cultural legitimation
fisis in modern capitalism.

Perhaps the most important argument in the book for
ocial theorists is Wexler’s analysis of reification in social
sychology.  Traditional social psychology functions to
eny culgt{ual contradictions and falsify historical change.
keading the content of social psychological studies critically,
lowever, also allows understanding of social-structural
imit-situations. Social psychology both ideologically paints
fontradictions in social relations and contains the possibility
or an alternative discourse of ideology critique:
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SOCIAL PSYCHOLOGY FOR SOCIAL CHANGE

Debra Swoboda
State University of New York at Stony Brook

. Numerous critics have pointed out that the social sciences
rovide technocratic knowledge for societal-management.
Dther radical critiques argue that social theory is ideological
in nature, that it describes a passive individual overwhelmed
by social forces. Philip Wexler’s recent book, Critical Social
bsychology, demonstrates that sqcial psychology reproduces
both knowledge and the occlusion of knowledge. Social
gsychology is not just a reflection of rules of common
ense or a model of abstracted social self. Critical Social
sychology reveals social psychology as more than ideology
because it points to contradictory patterns in social relations.
Wexler describes psychology’s liberal characterization of
ial alienation and its attempted masking of exploitation.
e goes on, however, to also turn social psychology on its
eai He proposes a new model, a critical social psychology
hat unmasks the reification of social domination and in
m promotes social change. Last but not least, Critical
locial Psychology uses an understanding of modern social
fontradictions to illustrate the larger cultural legitimation
risis in modern capitalism.,
Perhaps the most important argument in the book for
ial theorists is Wexler’s analysis of reification in social
. Traditional social psychology functions to
eny culgti’lral contradictions and falsify historical change.
leading the content of social psychological studies critically,
jowever, also allows understanding of social-structural
imit-situations. Social psychology both ideologically paints
ontradictions in social relations and contains the possibility
jor an alternative discourse of ideology critique:
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i Wexler’s analysis of self-commodification is especially
fsightful in terms of wunderstanding intimacy. He points
put that increasing commodification produces a new self-
gne seeking differentiation but ever more deregulated from
peaning—certainty. Social psychology describes a self that
, more field-dependent, impulsive and sensory hungry in
i search for social grounding. At the same time, it charac-
rizes how social intimacy becomes more difficult to realize.
Wexler analyzes numerous studies on intimacy to demon-
irate the reproduction of possessive individualism and ‘“‘end
if social interaction.” A critical social psychology, he argues,
iust do more, however, than deconstruct such new patterns
f social interaction. It must point to the knowlzdge of
ocial formations occluded and develop avenues for social
fhange.

E Traditional social psychology supplies methods for
eveloping techniques for increasing self-commodification.
fany psychological studies can be read as blueprints for
jaking oneself more marketable (i.e. likeable, attractive,
bnforming.) Social psychology is a field at the heart of the
froblem of commodigcation because, as Wexler arpues,
fiowledge of social formations is hidden in the process.
e, Wexler does not elaborate the concrete techniques
lat social psychology has contributed to mass culture.
flore research is needed on the consequences of commodified
ocial relations, especially in the interface of psychological
fieory and mass market pop psychology. What are some of
fie ways that this technical dimension of social psychology
fas been appropriated by small groups with religious or
jerapeutic purposes? How is social psychology used in the
assroom or business seminar to develop personality charac-
dtistics of the corporate individual? If social change is
b'be formulated, social psychology’s techniques for cultural
bfense must be critiqued in realg}i’ife experience., Wexler’s
w paradigm must be taken as a starting point for such

...social psychology can be described as a series of
methods for the occlusion of knowledge of the social
formation and of the relation of the individual to that
formation. ...it selectively reinforces popular methodd
of social ignorance production—a alproduction whichy
when it fails, exposes the individual to the experiencg
of autobiographically encoded social structural con
tradictions. (p. 47) :

Wexler argues that traditional social psychological theory i
a reformulation of relations of cultural domination.
critical social psychology, though, can be developed to ex
plore the production and often contradictory reproduction
of social relations of intimacy and self-definition. In this
way, Critical Social Psychology supplies tools for reading
interpersonal management theories as reflections of i
creasingly exposed commodified social relations unde
capitalism. Critiques of social psychological studies of i
timacy also reveal how social needs are constrained ang
redirected by the marketplace.
Traditional social psychology minimizes power dif
ferences, misinterprets cultural experience, and covers uf
class distinctions. Thus, an important task for any socia
theorist is to generate dynamic categories for ideolog
critigue. In underscoring the power of capital to reacl
increasingly into our lives, Wexler expands the Marxis
categories of class consciousness and commodification i
an analysis of reified social experience. He does this, hod
ever, only after showing the limitations of reductionisti
Marxism.  Similarly, he reproves the Frankfurt Schod
of social psychology for fa.ging to concretize the medis
tions in individual-structural relations. Wexler argues tha
the relations of production are mirrored in 1}glsychic structug
by developing an analysis of self-commodification. Criticd
Social Psychology thus proposes a more thorough analysi
of the categories of production, lived experience and class
The book outlines these three dimensions of a critical socid
psychology as tools to better understand psychologicg
reification and to more accurately understand contradiction
in modern social relations.

-‘.___‘

i The increasing self-commodification that Critical Social
Bychology points to, whether or not concretely elaborated,
iveals a larger cultural legitimation crisis in capitalism. The
ntradictions in social relations that Wexler examines ex-
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pose the breakup of liberal culture and the increasing in-g
trusion of the marketplace into social life. Social psychol-3
ogy mirrors how one increasingly perceives oneself as an
ogect of exchange value. Interaction is described as a3
relationship of equity, intimacy as a relationship of commod-&
ification. Such a shift in social organization, whose contra-
dictions and common sense messages are reflected in social ¥
psychology, signals more than increasing domination. Wexler
argues that a critical reading of social psychology also reveals -
the potential for larger political discontent. It is the job of
critical social psycho%ogy to target these structural tendencies |
and develop avenues for social mobilization. ;

The legitimation crisis in the very nature of self-defini- 8
tion has implications for educators as well as social theorists. §
The book is an important work for developing critical educa-
tion methods because it lays the groundwork for pinpointing #
cultural and economic contradictions in knowledge produc-
tion. For example, Wexler reproves social psychology for
not accounting for the active subject as the object of social |
study. Understanding the student as an active participant
is necessary for developing emancipatory models of educa-
tion. As another example, Wexler shows that the psy- #
chology of the individual (and hence his/her education)3
is culturally and politically bound to class relations of pro-
duction. Perhaps this explains why one’s self-worth is more 3
and more linked to one’s educational marketability in the?
world. In the last few years, corporations have sought in-
roads to educational curriculum through the development off
technical computer skill training and business management:
programs. Only through dynamic critique of such learning.:
commodification can educators pedagogically interpret
and circumvent the constriction of social consciousness inj
their students. Critical Social Psychology presents some of§
the tools needed for such a critique.

Wexler argues that social psychology must move from
cultural domination to exposition of social intimacy, from
cultural containment to political mobilization. The developd
ment of a critical social psychology is in and of itself &
political struggle because it unravels the parameters of socia
constrictions and deconstructs the liberal ideology of neus

mrality. ~Moreover, a critical social psychology requires
theory which can discern and facilitate social change move-
ments. Critical Social Psychology argues that we must cir-
jcumvent the liberal rhetoric of psychology through astute
social vision and a commitment to social change. If Wexler
iis correct, the facilitation of praxis in a critical social psy-
chology is essential to this process.
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of the first editor, George S. Counts, The Social Frontier:

regards education as an aspect of culture in process of
evolution. It therefore has no desire to promote a re-
stricted and technical professionalism. Rather does it
address itself to the task of considering the broad role
of education in advancing the welfare and interests
of the great masses of people who do the work of
society—those who labor on farms and ships and in
the mines, shops, and factories of the world...To enable
the school to participate in raising the level of American
life the educational profession must win meaningful
academic freedom, not merely the freedom for indiv-
iduals to teach this or that, but the freedom of the
teaching profession to utilize education in shaping the
society of tomorrow. (italics mine, The Social Frontier,
Vol. I, No. I, October, 1934, pps. 4-5)

Michael 5. Littteford and Jim Whitt, Editors
Auburm University

The addition of an explicitly political section to The Journal}
of Curriculum Theorizing is, among other things, an attempt
to revive on a larger and more elaborate scale, the spirit off
social justice and democracy which characterized that sm:.iﬂ
group of educators who created and maintained The Social]
Frontier/Frontiers of Democracy Journal from 1934-43. -..
various Editors and members of the Board of Contributing
Editors of this journal were overtly political in their call
for the professionalization of America’s educators toward
the end of acquiring the power to influence positive develop-
ments toward social, economic, and political democracy,
Like their contemporaries, the physical scientists of the
early decades of the twentieth century who experienced the
collapse of the certainties of Newtonian mechanics and it
alleged “impartial observer,” the Frontiersmen knew th
value neutrality was impossible in human inquiry and othes
affairs. The brute fact of this impossibility requires a funds
mental choice by each educator: 1. Either one must give
the aspiration of professionalism and stand honestly asi
public servant with a mediocre salary serving loyally botl
democrats and fascists alike—depending, of course, updl
which way the political winds are blowing or: 2. One mu
be political in the sense that Harold Rugg, George Count
Charles Beard, Ruth Benedict, Jesse Newlon, Lewis Mumf
Roger Baldwin, and many others were who became associd
ed with The Social Frontier/Frontiers of Democracy grof
in the critical period of the Great Depression. In the wor

. In order to achieve such power and solidarity today,
| cooperative and creative acts——grom lobbying through pro-
Hessional and other associations to guerilla theater in the
streets, from mass protests and subversions of death-oriented
|power structures to small group and individual expressions
of protest in every day life-must be constantly engaged in.
. Our situation is, of course, more serious in most ways
than was that which faced the Frontiersmen. They accurate-
ly perceived all of the threatening trends, but at that time
chemical warefare was in its infancy, problems of ecology
ind overpopulation less imediately threatening, and a great
many persons seemed to be working hard to solve the
roblems  of gender and minority group discrimination.
Today with overkill, a world population of around four
jillion and growing, and with such events as bombings of
bortion clinics at the same time already born people starve
daily, we are literally “up against our last wall.”

In an effort to create the climate for dialogue concerning
political actions and issues we, the editors, oé:r the follow-
ing paper for consideration. This paper is presented as a call
for direct action within the ranks of the education profession
oward the rekindling of the spirit of social and cultural

Political Notesj
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transformation. The paper provides a centering poin
“Radical-Organic America,” around which educators can
focus their actions and ideas concerning this vital task:

The paper assumes that as teachers and educational
theorists educated in traditional settings, many of us are
sadly lacking in the skills necessary to inspire each other and
our students to new vistas and visions of democratic coms
munity. It points to the need for a therapeutic element
which will activate the will to freedom within the educational
ranks which is so fundamentally necessary for the creation
and maintenance of a democratic social order. The cal
is for engagement in direct political action as a major aspect
of this therapeutic element. The therapeutic activity is
necessary and involves the need for action over and abovg
the need for individual self enlightenment which charactes
ized much of the efforts of educators during the 1970’s. In
these times, the propensity to direct political action should
be the outcome of any fruitful self search.

In future issues we will feature not only editorials and
academic/political issues, but also profiles of imaginative
social/political actors past and present, specific news and
suggestions for direct actions concerning reﬁ'evant and critical
political/educational issues (e.g., the recent erosions ok
reproductive freedoms and other civil liberties), historica
events which illuminate our current situation, brief pieces
by well known political figures who exemplify some of the
characteristics of Radicaﬁl(l)rganic America (e.g.,, Helen
Caldicott, Jesse Jackson, George McMillan, Petra Kelly), and
suggestions for imaginative strategies and techniques of
social actions. Suggestions and reactions from our reades

are welcome.

THESE DAYS

[ ask myself these days about those who have lost their
. vision,

ow do they pass the time of day?
i:a.nnot imagine! I cannot imagine!
When I try dark nausea fills my Soul.
It is not mine! Is it theirs?

Lask myself these days about those who have sold out on
: their commitment to Freedom, Love, and Peace,

How are they motivated to do anything?

tis not mine! Is it theirs?

Michael Littleford
Jim Whitt
Auburn University

Auburn, Alabama 36849 by Michael Littleford,

September 7, 1984

Political Nq‘a;._



188 Journal of Curriculum Theorizing 6:1 Littleford 189

patterns and relations is inevitable not just once, but many
times. Hence, from the perspective of radical-organic
America, the image, not the concept, is the key to epis-
temology and the foundation of a]f human symbolic pro-
cesses. Poetic, rather than rational, processes are the funda-
mental or primary basis of human minding. Rational
concepts arise out of this poetic matrix. Imagination, as an
Independent formin% power of the human psyche, is the
key to epistemology.

. Traditional theories of knowing which make the concept
rimary suggest a solidity both to the human and natural
world whic% is illusory according to 20th century natural
icience. Conceptual epistemologies fit with 2 Newtonian
mentality, but the security of this solidity must be sacrificed
by those who would travel with Heisenberg, Schrodinger,
and other post-mechanical natural scientists.®

" As a way of beginning to develop some of the practical
implications of the above model, it is well to note that
the origins of radical-organic America extend far back into
gistory to the earliest roots of pre-Platonic Western Civiliza-
ion in India. The philosophy of the possibility of a radi-

ally creative human nature was expressed poetically in the
7

Michael Littleford
Auburn University

Last year I wrote a paper, “Curriculum Theory and thel
Three Americas,” in which I presented a tentative, heuristict
model of “fascist,” “liberal-optimistic,” and “radical-or-
ganic” Americas. The nature of the first America is mades
obvious by its name, which calls up images of Dr. Shock'le 3
Jesse Helms, Joseph McCarthy, the Klan, the Salt_am witchy
trials, and the Daughters of the American Revolution. The
nature of the second America is optimistic and rationalistic’
with an emphasis on a naturalistic theory of democracy and!
already existing democratic forms. In spite of the ever

resent fascist side of our psyches and our body politic,]
ﬁberal-optimistic America tacitly assumes civil rights amli
responsibilities to be aﬁuaranteed by the natural order.’
Along with this factually incorrect theory, a second
assumption is that adequate democratic social forms and
characters have been created and are securely in operation.;

From the perspective of radical-organic America, such
assumptions are dangerous both because they are factually
incorrect and because they ignore the temporary nature
of all social forms. As A. N. Whitehead, one of the prophetg
of radical-organic America, once said, “...you cannot pex
manently enclose the same life in the same mould.”? This§
same idea has been expressed in many ways by wise artists
and thinkers. For example, the contemporary Canadiad
poet, Leonard Cohen says in one of his poem-scmﬁs.,”Lc-:’f.l
sing another song, boys, this one has grown old and bitter.™

Nature guarantees nothing except opportunities and
obstacles. Even if it were true that our relations and insts
tutional patterns were predominantly democratic, this would
not spare us the agony of realizing that all new humas
creations are temporary. Sooner or later they become limit
ing and ineffective. " The decline and death of our present

Rg Vedic hymns.”  For the Rg Vedic seers every theoretical
gonstruct of humans can and should be falsified through
human trancendence. The seers were aware of our role in
§tructuring our experiences and of the cultural implications
of this necessity. From their view all were wefcome to
participate in the creation of structures except the counter-
jarts of our fascist America. All who held that their

tructures, their voices, their perspectives, their songs, were
uperior over others and/or permanent were ostracized from
iety and referred to by one word: Inhuman. Such dog-
fatic, stagnant, and necrophillic persons were considered to
fave commited the one unpardonable sin: an attempt to
tduce the multiplicity of voices to one loud, dogmatic one.
he “inhumans” refused the regular and essential sacrifice
Le., the sacrifice of particular structures and perspectives
0 that new ones could emerge and persons could live in a
tlance of continuity and innovation.)

i

81t is well to examine the wisdom of these seers as we

Political Notes
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consider the propensity of the liberal-optimistic parts of ourf;
own psyches and social structures to have a false and dan-§
gerous tolerance for tyrants and bullies-for those who !
refuse to commit the act of sacrifice and who thus stiflel
and cover up emergent possibilities, truth, and growth.s
One of our “liberal-optimistic” habits which reveals ourd
misplaced tolerance is that we say in too many situations,:
«Oh well, he/she meant well;” or “she/he was only doingi
what she/he thought was right.” One fiesty old school-}
master in a recent drama on public television gave a radical-J
organic response to a similar comment when he said, “That
could be said of a lot of men who have more power than
sense.”® We need to reconstruct these habits/world views!
which lead us to excuse tyrannical acts and structures.

From the perspective of radical-organic America, we havel
little reason, but much propensity, to cling to all of our curs
rent stale forms. We have pressing reasons to break througl
our paralysis and to act directly to challenge these and ta
create more adequate ones in their stead. After all, current
forms have brought us to a point where all of us are lucks
we were not nuked yesterday or last week, three years ago,
ten years ago. This is to mention only one of the most
extreme and dangerous possible consequences of our curren
patterns and structures. i

The duty to act directly is clearly upon us. One of it
major facets, as suggested by the Rg Vedic material, involves
examining the current bases of authority within the insti
tutions of which we are a part. We are also obliged to chal
lenge that authority anytime we find it arbitrary, coercive
dishonest, or illegitimate for any reason. We cannot ignor
the question of coercive force and power. As Bruce Raup!
et a? explain in their The Improvment of Practical Intell
igence: The Central Task of Education:

intellectual, and physical-to prevent coercion to deeply
unacceptable ends, at the same time we ceaselessly
strive to induce voluntary common action. We may
hope that as coercive and rigid purposes fail of realiza-
tion, they will eventually give way to other purposes
that may be realized. It is toward success at this point
that we propose the importance of striving toward the
formation of common goals....

' Moreover, we are obliged not only to challenge authority,
but to do so with an imaginative flair which communicates
to the deeper structures of people’s psyches—as did Jesse
Jackson when he traveled to Syria, Libya, Cuba, and Helen
aldicott as she created the idea of political action based on
ithe notion of “Babies Against the Pentagon.” The latter
will involve flooding the congressional chambers with many
tiny tots. This attitude of equality of responsibility for
imaginative creations must be sharply distinguished from
ithe attitude of those pretenders who make a great show of
dmiring Jackson, Caldicott, and others like them. This
covering worshipful attitude is a drain on them. In reality,
you literally “suck™ their energies when you do his. You
fan only confirm such courageous persons by joining them
in the risks, challenges, dangers, and joys of challenging and
astrating degenerate authority.

. If we are not willing to take direct action now, we might
@ well quit our theoretical work. Academic work divorced
rom political acts has become, in the words of Macbeth,
fA tale told by an idiot full of sound and fury, signifying
othing”’; or as Bob Dylan has expressed in his song, “Tomb-
jtone Blues,” “your useless and pointless knowledge.”!?

Indeed, I would go farther than Macbeth or Bob Dyl
Dy asserting that our theoretical knowledge in isgla:i)gna?s

positively harmful and a major source of our paralysis today.
Hot, of course, because it is bad in itself, but because it has
ot been connected nor is it now connected with any serious
ffort to develop democratic characters or communities.
i I will say more about this central theme later, but first I
gl give a small demonstration of the inadequacy of our

..What we are to do about those with whom we caj
find no adequate community of purpose upon whid
to build a cooperative policy or program is a confron
ing problem today, and, perhaps, in some degref
wﬁl always be. Our answer must be that we shal
employ such force as we possess-economic, politica
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most basic aspect of democratic society-The Bill of Rights.}
The following is a summary of how the potential for demo-|
cratic association and other aspects of our lives have been ?
declining while we have all been working diligently at ourd
university jobs. The following civil liberties losses happened '
because we as persons and groups have lacked the democratict
character/community context which would have made it
imperative to act in a whole-hearted way to stop the fascist
trends which so often get started in critical times. :
The first amendment (self expression) rights of lower:
income groups has been drastically curtailed. For example,
the Supreme Court upheld a ban on placing election posters;
on utility poles. That could have affected my spouse and [
last March as we busily nailed Gary Hart posters to utility
poles in the frantic days before Super-Tuesday in Alabamay
People had Jackson, Mondale, and Glenn posters on utilitys
poles also. It did, in fact, affect our whole community d
ing the fall campaign. Our city officials decided politica
posters on utility poles were “unsightly.” One wonderg
what beauty they perceive in a utility poz;:. The High Court
also reversed a lower court decision permitting homeless
persons to conduct “sleep-ins” in Lafayette Park to demons
strate their plight. Potentially every person in the U. S. has
had her/his freedom of movement restricted by decisions
concerning travel to Cuba and potentially other countries
as well. Not only that, but our daughters can look forward
to the fact that colleges and universities can chop themselves
into bits in order to legitmately perpetrate sex discrimina
tion. Our children (as juveniles) can be held in detentiog
prior to a hearing on extremely flimsy evidence and data
Police can legitimately search our houses with an illeg
search warrant provided that a magistrate (rather than 3
law officer) with good intentions issued the faulty warrang
Police are also allowed to spy on you legally while trespassing
on your land. The FBI can keep track of you better thag
ever if you are merely considered “suspicious.” Anyone whd
is naive enough to think this agency only spies on “crooks|
had better think again. They investigated Albert Einsteis
for .twenty-three years!!! The Miranda decision has beef
undermined, as has the Fifth Amendment (in the selectiv

service case); private diaries can be summoned for court
evidence; and public defenders are subject to only the loos-
est and lowest standards. Also, we not only are executing
‘many gersons in various states more easily,but also judges are
alowed to impose the death penalty even after a jury
iecommends a life sentence. Our rights to privacy and
protection against arbitrary police authority have been
drastically curtailed.

. Sadly, this is not all. Somehow nativity scenes have be-
fcome “‘secular” and therefore not a violation of the separa-
tion of church and state even when paid for out of tax funds.

Woting rights have become unimportant, and disability claims

fare subject to long waits regardless of the financial despera-

ition of the clients. Finallzr, federal courts have been made

ess accessible to citizens.!* This is to mention only some
of the inroads made in the past 12 to 14 months. In the

future if authority is not challenged and direct action taken

quickly, we can look forward to a Supreme Court picked

ecause of its ideological belief in the persecution of women

some version of ‘“keep ‘em barefoot and pregnant” or

Firginal).

. Some people, it seems, need to be hit in the head with

a sledge hammer to perceive that we are in a slow (or maybe

not too slow) drift now toward a thoroughly fascist society.

Our current state of fragmentation, cynicism, confusion, and

paralysis invites the cancerous growth and produces a sit-
tation in which few seem to grasp the implications of the

drift and other sinister developments which threaten to maim
and destroy any semblance of democratic association.

i Our theoretical work, our spiritual commitment to

education, and the loving care we try to lavish on our

students has not helped much, if at all. Hence, direct action

fias got to mean more than going to your class, the faculty

peeting, or even the Curriculum Theory Conference and

discussing the problems. At the very least, it requires the

willingness to commit civil and/or social disobedience in the

ace of arbitrary, coercive, and degenerate authority wherever

Such authority is encountered-at school, at home, at work,
in politics, in clubs and whether the persons challenged be
spouses, principals, deans, school board members, senators,

and Nrticee
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‘besides performing necessary social acts, can also be thera-
fpeutic to the individual performing them especially if he/she
thas, like many of us, previously allowed him/herself to be
coerced into tolerating/participating in deeply unacceptable
social and professional practices and ends. Certainly, con-
ceiving and working toward a realistic social vision is a first
step in achieving the dynamic integration of personality
150 lacking by many educators today, and it can also be a
first step for educators in being able to structure such an
experience for their students. Confirming degenerate au-
 thority stands in the way of this integration and makes us
ill, however secure we may be in our fringe benefits and
retirement plans. These actions are in the end as suicidal
\as feeding the growth of a cancer which will soon devour
fus. The salvation lies at least in part in defiant acts. Walt
‘Whitman expressed it well: “How beggarly appear arguments
thefore a defiant deed.”??

4 These direct and courageous acts and challenges are
perhaps the major means we adults have of developing the
thoroughly democratic character that our education did not
iprovide. We need to re-otient our work to focus squarely
in this direction. When we shift focus we realize that we
ghould be ashamed. We are far behind some of our intel-
ectual and spiritual predecessors. This is especially true of
the marvelous intellectual and spiritual work which grew out
of the group of persons who created and sustained the
focial Frontier/Frontiers of Democracy (1934-43). Com-
pared with many of these thinkers our political analysis

college or company presidents. A path of direct actions;
requires us to join and support organizations which share’
the attitude of “Challenge Authority,” e.g., the American}
Civil Liberties Union, Resist, the Freeze Movement, the |
Women’s Party for Peace, the Rainbow Coalition, militant i
nvironment groups... A
; Our defic%int Pdemocratic characters blind us from the }
truth that no body ever got very far by sitting arogr}d:
politely trying to convince tyrants and others w1t}zl rigid §
authoritarian personalities that the democratic ends weg
want to realize are “really in their interests.” That may _be 3
true in the long run, but at that moment it is factually in-§
correct. 1 would go so far to say that it is our _11beral-opt1—_
mistic fantasy. Since many of us lack the essential eleme.nts_f_
of a strong democratic character, which implies imperativess
toward action, we develop a false tolerance for tyrants/’
fascists as we become increasingly cynical in the face of their!
antics.}> The attempt to achieve ends by cyqicaﬂy appeas-§
ing and cajoling tyrants leads straight to the inhuman pathy
ofg whacking and dumping on subordinates out of the
frustration which results in attempting to deal ratlona]l
with those who exercise irrational power over you. ;

By contrast, the path of direct action and the duty o
challenge authoritarian structures means that you are obliged
to interact democratically with students and peers rathes
than dumping misplaced hostilitieg on them: You are, of
course, obliged to do the same with authority figures.
they respond with authoritarian games, let them }}ave it withiggipared ¥ £ :
“both barrels.” If you are reasonably successful in challe 5 i{ni:llpl , our sc}a vision anemic, and our courage sadly
ing that authority, go at them again. In other words, theré lacking. Many of us have yet to learn what George Counts,
are some instances, such as when dealing with tyrants, whenlKenneth Benne, Harold Rugg, Bruce Raup, John Dewey,
you should definitely kick your enemey when he/she i .:-1 many lesser known persons _knew and.attempted'to
down. . Spractice decades ago. If you think f:ducatlc.ma.l theorists
People who are predominately authoritarian in the today surpassd these people--if you think their ideas have
tures of their psyches and social relationships know only & een integrated into our education and society-then you need
modes—attack and retreat. 1 learned this lesson the hardi think again. You are dead wrong, Raup et al.’s The
wav in connection with various Deans, Generals, SenatorSiimprovement of Practical Intellgience is extremely threat-

pulp wood company owners, and other tyrants I have dealfiiising to many of my colleagues in education, as is Benne’s
with in recent years. 1

: Bducation for Tragedy and Count’s Dare the Schools Build
The challenging of arbitrary and entrenched authority i New Social Order.'® These people were intensely con-

%E&QNOLF%.
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as long as we are always complying or defying, scheming
{and compromising, submitting and dominating instead of
i reconstructing social characters/communities and releasing
‘whole-hearted community based actions. Fact-gathering
fobsessions have paralyzed us for essentially normative tasks—
imany of which are those involved in the process of education,

“No fact-gathering can deal with the fact of conflicting per-
spectives, and that is one important reason we continue to
suffer from depression, unemployment, alienating work,
Lhypertension, etc. in spite of the facts that we lack neither
‘the know-how or material wealth to rid ourselves of these
problems. Democratic personalities/communities find it
fimperative to act on these 8problems, but the difficulty is
that there are too few of us.!

. Our paralysis is easy to rationalize except that it assumes
iwe are immortal when in fact our lives are passing by rapidly.
i They are done too soon at least. We are here now; this is
four only life to take auspicious action toward democratic
character and community. Regardless of the risks, we can
lonly behave democratically in our own historical situation.
Since both character and community require reconstruction,
fwe need a synthesis of a therapeutic orientation based on
social/political demands, and a social reconstructive orien-
tation based on the awareness of the need for healthy person-
jalities to build new structures. The building of a democratic
ipersonality involves activating the will to g:eedom. In our
time this often (maybe almost always) means a theraputic
laspect.

i At present, the necessity of therapy seems to be at an
all time high. As I write this in mid-September, 1984, all

cerned with the development of democratic character andf
community. They did not let any difficulty or risk covers
over that interest. They knew then as we know now, that!
formal education, for the most part, is deficient in develop-
ing democratic characters/communities. They also knew;
they were victims of this inadequacy, and that they hadl
some catching up to do before they could begin to really
stop the cycle of underdevelopment. They set out to works
on ascending scales of excellence toward the ideal demo-
cratic characters/communities. This means they were thor-
oughly committed in every situation to work toward ani
uncoerced community of consensus and persuasion. It
also means that, while they and others committed to demos
cratic methods do not expect complete perfection, they
cannot rest easy when democratic principles are being violat-
ed anywhere and cannot tolerate coercion or manipulatior
toward deeply unacceptable ends (even by a majority vote:}
Nor can they tolerate false “‘agreements” based on the need
to hurry up, put on a front, etc. These undemocratic pathg
are all involved in the sorry situation described by Raup
et al. at the beginning the The Improvement of Practical
Intelligence which refers to the failure of our conversationd
to affect reconstruction and integration of diverse individual
and group social orientations: :

In concrete situations of conflict, we do not realizg
that our differences actually reach back to differences
in our very characters and outlooks, and not merely
to the problem at hand. We talk on the surface abouf
the immediate problem, but we do not really affech
each other. We do not touch or modify each others}
fundamental disposition, social orientations, modeSEs—————— - -
of thought.” (Raup et al.) 17 while participating in a teachers' strike under the threat of
eing fired, while taking over and holding a university
Edministration building. I experienced the former. The
er is documented in Charles Hampden-Turner’s Radical
Man: The Process of Psycho-Social Development (Garden
City, NY: Doubleday & Co., 1971) Have we forgotten?
Qr}l::we most of us brave souls finally taken a non-academic
spatn s

The above suggests that we lack the most elementary dem'
cratic skills and face the task of developing them now &
adults.* We will be ill equipped to achieve anything of vald

*Some of us in the “countercultural” generation did practic§

o WTnetaca
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around me I discern pathological cravings for a “strong
leader,” and the illusory notion that Ronald Reagan i
this leader. By contrast, Walter Mondale’s comparativg
openness and commitment to democratic consensus appeas
through this pathology as “weak.”” This is a dangerous
situation reminiscent of pre-Nazi Germany. Moreover
although self change is necessary, it is not enough. Com
trary to the myth perpetrated by many who were no doub)
weary of the activism of the 1960’s, change the world mucl
by changing our inner world. Even altering your externd
daily habits makes slight difference unless you also achiev8
solidarity with your comrades and actually do political work
with them. Your and your friends’ psyches may be bet
and that, of course, is all to the good, but the institution:
structures you thought you overcame will still be alive and
well, when you are dead and rotten. In short, many oug
standing and evolved individuals do not in themselves add uf
to the human solidarity needed to resist the mad patter
of authority and practice in our institutions today.
conclusion 1 quote once more America’s epic poet as
best expression of the need for human solidarity and actiof
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Let the paper remain on the desk unwritten, and the
book on the shelf unopen’d!

Let the tools remain in the workshop! Let the money
temain unearn’d!

Let the school stand! Mind not the cry of the teacher!
Let preacher preach in his pulpit! Let the lawyer
plead in the court, and the judge expound the law.

. Comerado, I give you my hand!

I give you my love more precious than money,

I give you myself before preaching or law;

Will you give me yourself? Will you come travel with
me?

- Shall we stick by each other as long as we live? 1°

FOOTNOTES

in times of great crises and opportunity. In the words g
Walt Whitman: {

bn (New York: Bureau of Publications, Teachers College, Columbia
iniversity), 1950, p. 128; Kenneth Benne. Education for Tragedy:
fssay in Disenchanged Hope for Modern Man {Lexington: The Univer-
fity of Kentucky Press), 1967, pp. 37-67; Michael S. Littleford,
lCurriculum Theorizing and the Possibilities and Conditions for Social
#iction Toward Democratic Community and Education,” Journal of
m Theorizing (Summer, 1982}, pp. 144-152.

2. Alfred N. Whitehead, Science and the Modern World (New York:
fhe Free Press), 1953, p. 188.

8 Leonard Cohen, “Sing Another Song, Boys” on Songs of Love and
Hate, Columbia Records.

4. To quote Isaiah Berlin:

. The history of thought and culture is, as Hegel showed with
great brilliance, a changing pattern of great liberating ideas which
inevitably turn into suffocating straightjackets, and so stimulate
their own destruction by new emancipating, and at the same
time, enslaving conceptions. The first step to understanding of

Have the past struggles succeeded?
What has succeeded? yourself? your nation? Nature
Now understand me well, it is provided in the essence df
things that from any fruition of success, no matte
what, shall come forth something to make a greateg
struggle necessary. 1

My call is the call of battle, I nourish active rebellion
He going with me must go well arm’d i
He going with me goes often with spare diet, poverty
angry enemies, desertions.

Political Notes
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ddle status English “public” school during the years between the
two world wars.

J. Raup, et. al., Op. Cit. p. 231. In this quote the question of violence
li raised in a very apt way. It opens the way for clarification. Often
nd at many levels when a tyrant has/is coercing an oppressed person(s)
mto submitting to “deeply unacceptable ends,” s/he attempts to
roject ‘““violence’ on the victim if the latter does not submit. Actually
e violence began with the coercion; it can only be stopped when the
ictim no longer permits the possessive/dominating act. Put more
fraphically, if you have your foot on my neck and I throw your foot
off, that is not violence initiated by me, but by you. To project that
Folence on the victim is to commit an act of massive reification.
* For an intelligent and sensitive discussion of the use and abuse of
power/force, see Saul Alinsky’s Rules for Radicals: A Pragmatic Primer
for Realistic Radicals (New York: Random House,) 1971. Alinsky
larified my thinking on an important idea. He said that the quote,
hich many of us think of as beginning with “Power corrupts...,”
actnally reads, “Power tends to corrupt, absolute power corrupts
ghsolutely.” Following this line of thought, if a group of persons with
femocratic personality structures can by the power and force of their
olidarity and numbers remove a tyrant, they should by all means do
0, even if they have to drag him/her out and restrain him/her until
Whe reconstructs his/her pathological autheritarian personality and
gocial orientation.

10. Bob Dylan, “Tombstone Blues,” on Highway 61 Revisited,
folumbiz Records, 19635.

The Atlanta Constitution, April 13, 1983,

12. The preceding is a summary of an article, “Reagan’s Rule Secrecy
nd Surveillance Threaten Qur Political Liberty,” in Civil Liberties,
amber 350, Summer, 1984, pp- 1-5.

that dominate and penetrate their thought and actions. Like all}

attempts to make men aware of the categoreis in which they

think, it is a difficult and sometimes painful activity, likely tol

produce deeply disquieting results. The second task is to ana;

lyze the model itself, and this commits the analyst to accepting

or modifying or rejecting it, and in the last case, to providing 4

more adequate one in its stead. (In “Does Political Theory Still

Exist?” Philosophy, Politics, and Society (Second Series), Eds.

Peter Laslett and W. B. Runciman (New York: Macmillan}, 195 5,

p- 19.) 3
5. Eighteenth Century Italian philosopher, Giambattista Vico, first
elaborated an epistemology based upon the image as primary and thel
concept as secondary. See Vico’s magnus opus, The New Science of}
Giambattista Vico, trans. Thomas Bergin and Max H. Fisch (Ithaca,
NY: Conell University Press), 1948. For a recent scholarly work!
elaborating these Vichian ideas see Donald Verene, Vico's Science off
the Imagination (Ithaca: Cornell University Press), 1981. No modem
philosopher has developed the poetic basis of mind as thoroughly as
Vico. However, many of them, such as Dewey and Whitehead, ha 8
done detailed analysis showing that concepts are secondary in the ac
of knowing which begins in the total response of the organism in "
thick of concrete experience. In addition, some psychoanalyti
thinkers (e.g., Carl Jung) and educationists (e.g., Harold Rugg) havé
picked up on this theme in their writings in the modern age. For an
elaboration of relevant aspects of Jung's thought see James Hillmaz
Re-visioning Psychology (New York: Harper & Row,, 1975.) To
amine Harold Rugg’s ideas on an imaginative or poetic basis for epis
temology, see his The Teacher of Teachers: Frontier of Theory
Practice in Teacher Education (New York: Harper and Brothers, P >
lishers), 1952, and Imagination (New York: Harper & Row , 1963
6. {1) Capra, The Tao of Physics; (2} Whitehead, Science and t
Modern World; (3) Gary Zukov, The Dancing Wuli Masters: An Oves
view of the New Physics (New York: William Morrow & Co,, Incd
1979 and (4) Werner Heisenberg, Physics and Philosophy: The Revs
lution in Modern Science (New York: Harper and Row Pub. , 1958.)
7. Antonio T. de Nicolas, Meditations Through the Rg Veda: Fo
Dimensional Man {Boulder: Shambals , 1978.) 1
8. The drama was a thirteen week series based upon Delderfield
work, To Serve Them all of Our Days.  The story takes place in

B.1 am reminded here of an amusing incident involving a close friend
ad colleague in my department. My friend is in statistical research
§d computers. During the academic year 1982-83 other department
embers in this area were having terminals installed in their offices.
owever, my friend, in spite of heavy responsibilities which required
feh equipment and his high level of competence, was denied his re-
to receive a terminal in his office. My friend approached the
lsociate Dean of Education for an explanation. The latter told him
fat he was denied a terminal because he questioned the opinions and
Blicies of his department chairperson! 1 think the associate dean
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forgot his civics lessons concerning our First Amendment rights. H
offered my friend some “friendly” advice that my friend stop doif
this if he wanted a terminal. My friend told him thanks for the advicg
but that he could not take it. Then he confronted the Associate Deal
with the question, “What are the objective criteria for obtaining thi
terminal?” The Associate Dean looked at him in mild shock a
said, “We haven’t talked about that.” The implication of his remark
must have dawned on the Associate Dean (or more likely on thos
responsible for the decision in the first place-the latter is guilty d
cynicism but not tyranny.) Within a few days my friend had bi
terminal in his office. One can only hope that my friend’s acts
their consequences helped cure the heavy cynicism unwittingly o
vealed by the Associate Dean.
14. For example, during the school year 1981-82 I was promoted
the rank of full professor. The dean of my school and my departme
head opposed the promotion. The Dean went twice in person to tl
Tenure and Promotion Committee. He and the head both wrd
letters against me. Their unsuccessful efforts were ratlonahzed b
them as being because of “deficiency in public service” activitig
Actually, the public service section of my promotion papers was a8
only quite full, but the term is only vaguely explained in the Facill
Handbook. 1In addition, it is not an extremely important aspecty
receiving promotion to full professor at my university. Neither of the
could or would explain their objections in writing, but when the ':
was pushed he admitted that he meant, “public service to hi
After recelvmg the promotion, I took every opportunity to emb

the Dean in connection with the fact that he had opposed my p8
motion on grounds he could not articulate. After I managed to “bog
leg” this into a letter to the Vice President for Academic Affairs, §
Dean called me in for a “talk.” He said he really did not know w
pubhc service 1s, and suggested perhapsl could tell him! He pref :

se school committees. He has never asked me to be on one though
squested an appointment after this meeting. I accepted an *“‘accept-
ble” pseudo reason instead of the real one—resentment toward me
gcause I challenged and expressed opposition to some of his decisions,

later a majority) in my department. The person in question is the
post incompetent academician I have ever known. For example,

second decade of the twentieth century. After] “forgave him,
¢ proceeded to work squarely against my welfare and interests by
pporting a degenerate graduate proposal developed by some of the

fflin Company), 1959.

.Raup et al., Op. Cit.; George S. Counts, Dare the Schools Build
New Social Order? (New York: Arno Press), 1969.

aup, et al., Op. Cit., pp. 13-14.

.The following article from August 3, 1983, Columbus Ledger (GA)

ed a prison term of eighteen months for his troubles. Father
irry and Linda received a term of fifteen months each. Roy got an
a three months for a trumped up false charge claiming he struck

 article entitled, “Priests, Woman Forced From Benning Tree,”

md:cated that it was because I had not served on any committess i
s as follows:

the School of Education recently. I forgave him with this explanatig
This was a terrible mistake. I should have kept after him. It wag
credibly stupid and naive of me to accept his reason of “services
school committees” especially when he said it right after admitti
did not know what public service is! Tyranny is as much manip
as coercion. In addition, he has a lot of authority over who gets

Two Catholic priests and a woman Army reservist Tuesday
night were forced from perches in a towering tree at Fort
Benning from where they had broadecast a 30-minute peace
message to Salvadoran troops as military police watched
from below.
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19.Whitman, “Song of the Open Road,”Op. Cit.
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Dcterrence...Dcstiny?

When they were finally dragged to the ground, the Rev. Roy gtizgzzzggsﬁf;lgz
Bourgeois, the Rev. Larry Rosebaugh and Army Reservg DLt ---D -
Warrant Officer Linda Ventimiglia were arrested for the D? Crr?nce---DlaﬂgCr.O s
third time in 11 days for criminal trespassing at Benning D;Ee;;;EEZD::,EI:;?:m
post spokesman John Gause said. The three protest . D“[;rrencemDis ianont.
arrested for trespassing and impersonating officers July IE D;tcrrcncechgimzm
and again July 31, dressed in Army officer uniforms and madd

Deterrence...Debasement
: .S, 280 at 10:30 p.m. tg : -
their way through the woods off U. S : ; Deterrence...Disbelief

Dcterrcncc...Dcspair
Deterrence...Decadence

the barracks wherc 525 Salvadoran troops are training, Boun
eois said. o
’E]sing three-climber shoes and a rope ladder, they .._-. Dt A
about 60 feet up a 100-foot-tall pine about 60 yards from t. D - ﬁ---DLP ity
Salvadorans’ barracks and used a high-powered portable steref thhfrfnCLn-DESFfOtlir?
to broadcast the taped eight-minute final homily of thi D‘:fe"LHCC--ADCPI'Ora e
Rev. Oscar Romero, a Catholic archbishop killed in E1 S [-)Ltf”(jnce---Dfiillne ,
dor in March 1980, Bourgeois said. 4 Wi;rr;ncénbi azmtgn}
Minutes after the tape started, about 15 military police arl h)t[c;\E(C;ZWD;’SCaZ: ion
guard dogs surrounded the tree, but because the protestes DLt f: ﬁ---D f‘f ,
refused to climb down, Bourgeois said he was able to play thi DL Em-nct---Df? 1 efieﬂ :
tape for about 30 minutes. On the tape Romero pleaded i D;E;;‘:;z?...Dilzmet;,bi'éltlon
Spanish with the Salvadoran soldiers to “lay down your ant |)thrrencszCS%]agon
and stop killing your brothers and sisters,” Bourgeols s D"t“rre.ncemDis il
At the end of the tape, Bourgeois said he hollered to th Dttt 4 ...Di p ‘t(') a
Salvadorans to stop training and to telephone “Paflre Rl D:ct;rz;lig.“Dcsplosinlféﬁt
or Padre Larry” to seek asylum with Concerned Citizens .. -)L';t;rrcncemDis}ic?r)d

Latin America, a local hl.llr:a; rightl: group. ; o :)Crcrrence:::Disfiguwmcm
One MP shouted he would shoot the protesters down from E s o

ree if he had to, Bourgeois said. ; gt Isl .

'tI‘he MPs finally c]imbid the tree at about 11 p.m. and fo Deterrence...Disinheritance

e Neterrence...Diabolicalness
the three down, Bourgeois said. Deterrence...Disposition

Deterrence...Detestable

Dezerrence...Debauchery

Deterrence...Deficit

Yeterrence., . Demented

Jeterrence...Deterioration '

Jetierence...Deception
Deterrence...Demoniac
leterrence...Darkness
keterrence...Disaster
eterrence...Doom
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Peace...Promise!

Peace...Perpetuity
Peace...Pursuit
Peace...Possible
Peace...Paradigm
Peace...Path
Peace...Province
Peace...Pioneer
Peace...Pilgrim
Peace...Poise
Peace...Planet
Peace...People
Peace...Plea
Peace...Pragmatism
Peace...Perspective
Peace...Pardons
Peace...Pastoral
Peace...Peter
Peace...Passion
Peace...Precious
Peace...Parent
Peace...Persuasion
Peace...Prayer
Peace...Principle
Peace...Purpose
Peace...Pulse
Peace...Praxis
Peace...Parable
Peace...Patriot
Peace...Potential
Peace...Perennial
Peace...Prophecy
Peace...Precedence
Peace...Paul
Peace...Persuasion
Peace...Paramount
Peace...Purushottama
Peace...Procreation
Peace...Prelude
Peace...Protagonist
Peace...Parusia

i
(=P
A
=
B
=R
=)

[+ 9
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Announcing A
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Published Annually
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Letters

Tam Kelly, John Carroll University and
James Sears, University of South Carolina, editors

A Matter of Broad Shoulders

Dear Editors,

In the course of the eulogistic responses to James
Macdonald’s death, I was particularly struck by Professor
Apple’s image of us, as reconceptuaﬁsts, “standing on the
shoulders” of those great individuals, such as Macdonald,
who have gone before us. At one point Professor Apple
even used the terminology “standing on the broad shoul-
ders.” This brought to mind the many fine men who have
shaped the reconceptualist tradition-and, indeed, a large
percentage have been men. My only regret on this occasion
was that the feminine images did not %rood our hearts and
minds and pepper our vocabulary. Understandably, they
do not at this point in our history and as Maxine Greene
suggests, we as women almost always find ourselves function-
ing within the discourse of man. It seems to me so impor-
tant that in the spirit of reconceiving our worlds we make
an effort to broaden the boundaries of our conversation.

This calls for women to labor to understand and describe

their own realities or as Virginia Woolf advises when speaking
about women writers in A Room of One’s Own, “.it is
much more important to be oneself than anything else.”
While it may have been easier “to be oneself” during the
time of which Ms. Woolf is writing--that is, the gender roles
were clear—there were other monumental obstacles for
women such as no privacy, no income, no formal education.
Today, 1 would suggest that we, as womer, face another
type of difficulty and that is deciphering what, indeed,
women’s reality is in our culture. As one who was groomed
by the patriarchy in a spasm of liberal generosity, my reality
as a woman is not always clear to me. I often think it will
take a Damascus road miracle for the scales to flake from
my eyes so that I can see with undistorted vision what is
truly feminine in myself. At this point, however, I do

Letters -
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by I am increasingly afflicted with quivering knees and my
facility for acrobatic feats *‘on the shoulders” is diminish-

ng.

Jansje D. Carey
Colgate-Rochester Divinity School

* * * * * * *

All Saints 1984

On Finding the Phoenix

Dear Jim Macdonald,

I first learned of your passing by way of a phone call from
Ira Weingarten in Santa Barbara. We lamented as we re-
flected. We spoke of your trials so nobly endured...the phy-
sical pain so prominent during those last months of your
earthian tenure.

the dialysis...continuous

the sorrow of subjecting self

to the pain of its purification

blood.

As a nurse, I knew all too well this pain from patients
remembered their wounds

dressed and redressed

assurances offered

condolences given.

Ira wanted me to be sure to tell Bill.
I did...he knew

we bowed our heads

as prayer for you,

As prayer Jim, '
but also as incense of Thanksgiving...

that your life had meaning.
that your death had Resurrection. 1

211

“Jimmy we hardly knew ye...”

Inever ever met you really.

Although I had looked forward to meeting you at last year’s
Bergamo. We all regretted that you could not attend. In
conversation about you then, Dan Marshall had said you
thought Bill was the contemporary

voice of a John Dewey...

I beamed with pride.

also awe.

- So even though I never met you, Jim...

nor shook your hand

nor dressed your wounds...

Ireally have felt that I know you...
through the spirit

through the air, like breath...

for your words have inspired my dream...
your poetics as pathway...assisting transcendence.

And so I offer these thoughts to you,
this eventide

§ this Feast Day of All Saints...

for we have shared our Hallowed-eve
grave-brave

death-ash-over

and now

transfiguration

For you have found your wings

through Phoenix Phaith

and you are in the repose of your soul.
and it is in honour of you

and the kaleidescope of your caring that
Ilay these thoughts which I am about to share
before you.

Teacher
and apple of our eye
we are your last leaf

§ and we will be true to you...

Hoping that you will remember

Letters l
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to cast a ray of your sun from your
Macdonald Mountain..

that we who hear will know

and act.

The first time I ever knew you occurred in the words

“Utopian Impulse.*

It was fall semester last year.

I had spied a book on Bill’s shelf which he let me borrow.
“Curriculum Theorizing” it said in orange letters on a flesh

face...

«“\William Pinar, editor”

It was the first time text

had been authored by one of my professors. 1 was quite
breathless! Bill’s meekness made my discovery even more
meaningful. I flew from his office to find a perch. I fanned
through the pages, catching phrases here and there. ““Curric-
ulum” was such new meaning for me! Suddenly the words
“Utopian Impulse” flashed by. I back-tracked trying to find
the page.

“Who said that?”’ I wondered.

Ah! there it was...

page 4 James B. Macdonald (in italics)

“developmental work. That it met a need for me that par-
alled some educational needs, there can be no doubt.”” you

said. “But life scems to move in circles and somewhere !

from my past the utopian impulse, perhaps best experienced
and late expressed in terms of justice, equality, fairness,
etc., pressed into my professiona:[ consciousness. At this
point education became a moral enterprise rather than
simply a set of technical problems to be solved within a

satisfying conceptual scheme. And with this shift a concem

for quality became a dimension that was not the same as,

though still related to, the quantity of problems “solved,”
or outputs measured.” page 4

Ah, the impulse!
So that’s what it is...

213

I heard Thoreau encouraging us to advance in the direction
of our dreams in the phrase and also my parental urging to
never be afraid of a logical contradiction.

The words “_}ustice, equality, fairness” had been pressed
into my development and were now emerging through my
‘professional consciousness.’ Health care has lacked a
necessary relationship with the whole. Perhaps this con

b sct .
sclousness was never more apparent than when I designed the

internship for my Masters’ completion with the intent of
looking at “‘deviants” within a prison environment. Such
concepts had particular application.

In the jail, I was intent on applying fundamental counsel-
ing principles in an unorthodox setting. The Rogerian ‘un-
conditional positive regard’ had remained tidy in its un-
disturbed upper crust relevance. I was busy citing the penal

population as the Dirty Petticoat of Education and that

such population merely reflects the impotence of “fancied”

educational effectiveness. Principled application was needed.

I had raised some eyebrows, gotten some grief and even a
few pats on the back. So you see, when you spoke of educa-

tion as moral enterprise, I could not agree more. I would

add however, that curriculum is currency.

It is clear to me now,” you said, “that when we speak of
education, we speak in the context of a microscopic para-
digm of a macroscopic human condition, a paradigm that
holds all of the complexities in microcosm of the larger

“condition.”

This made profound sense! My insistence of holistic
Theory as just beginning to find its voice and the construct/

- concept I had resorted to was “‘atom as inscape of the world”

’.':l‘nd'then lastly Jim as your conclusion, you spoke of an
“article of faith,” analogous to John Dewey’s comment

that educational philosophy was the essence of all phil

4§ osophy because it was the “study of how to have a world.”

“Curriculum theory is in this light,” you asserted, “might

‘be said to be the essence of educational theory because

Letters .
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it is the study of how to have a learning environment.”

Amen. Amen. Amen!

Jim, you have said what needs to be said...
and realized in our world today.

For we are a world in Crisis!!!

Our planetary preservation is at stake.

We teeter, tenuously

on a balance of terror called deterrence.

Deterrence ideology is the biggest, fattest lie that has ever
been imposed on a civilization. Some say, it is the ultimate
manifestation of patriarchy; the lust for power gone astray...
but this is no time for casting blame.

In many respects, we all must share in the accom plice role of

this Despotism.

Deterrence is the ultimate misinformation of the ages. It
has exploited and imported and exported our propensity
for Fear.

It has counterfeited the covenant of our Nation...

“In God We Trust”’

It has put us deeper and darker into the dank of the cave.
It has insisted that the “Family of Man” is myth.

It is deceitful.

It is demented.

It is demonic.

It views life through a sinister, jaundiced eye, insisting that
it is the only secure way to peace.

But alas! such pentagon peace

is a paltry peace...

a pirate’s peace.

a proud peace...swollen with conceit.

Ruthlessﬁyy, it thirsts for blood.

Its money is tainted and rotten.

The odour of such death fouls the air

necrosis is everywhere.

the sediment of such sin

has encrusted our minds and infected our thinking,

Our love, lobotomized
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and turned to leather.
the harvest of hatred
suspicion
fattens our gluttony.
Delectable, such bones of death.
]
But fear is only phantom...
fabrication.
Its tapestry, travesty
a strange weave of church and state
donned by the emperors of earth.
Their “peace’ procession
needs the light of love...
f‘he child within us to simply proclaim:
The emperors are not wearing any clothes.”

Not fear, faith America!

and as Educators...and in your honour Jim...
we must begin patterning peace.

and how does one begin?

“through love” is the answer.

Loye is the most fundamental of all law.
Itis the most potent force.
- It never ends.
It is understanding and kind and conscious and compre-
hensive.
It seeks t!le Whole and realizes the interrelatedness of all.
It recognizes the Body and Mind through the Spirit.
Itinvests no time in the allegiance of alienation.

So th{i_sNis ;he %]\-;allenge for Americans of the 20th Century
of Nuclear Weaponry...the ov ing of i i
e o o ponry ercoming of ignorance with

The dissolve of an idiot’s ideology, signifying nothing.
Pin'd remembering our Yankee ingenuity, as our heritage
clims, we will find a way and as Reconceptualists we must
lead the adventure.

: It is at this point Jim that your “poetics” come to mind for
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in order for us to realize the

perspective of peace

We must first understand how we gain entry to the Wholistic
trinity

of Body, Mind and Spirit.

We enter...through the Spirit, like breath.
We leave our earthly, narcissistic self behind.
Blessed...We embrace Beauty.

The key is self-surrender,

Death to the Self.

and it is out of such ash

that we ascend...

leaving the cave behind...

the deformities of deterrence.

Arts alchemy is both our antidote and ally and will show us
the pathway of peace.

and the pathway of peace is paved with the truth of know-
ledge which spirals upward in the quest for wisdom.

fear flees

hatred cowers.

and so tonight we ask God to shed
His grace on U.S.

that we might crown Thy Good
with Brotherhood, Universal

as it should.

if you could help us out Jim, we sure would be grateful..
Beam us up.

this comes with love,
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SCHOLARSHIP

Books are quiet guards:

Half man and half nature,

Page after page guarding fragments

of pain and :ﬁorns, relief and leaves,

roots and courage, beauty and berried branches.

Echoed in the air of tribal traditions
Or etched in stone,

The petroglyph points the way

To another valley, another gathering
of people:

Quietly sharing their ideas

As they share their food.

Excitedly we first entrusted

the sounds and images/voice and vision

into brittle symbols, then print;

Print pressed into soaked and compressed sheaves.

We re-work thoughts

3 and re-arrange memories

To illuminate meaning - the scholar’s offering
to the world.
Books are quiet guards.

Dances, cadences;
The moon and the silvered lake

L If they have a voice

. They have no ear...Nature
bernadette curran §

University of Rochester;

doesn’t hear what she has heard.

Leners [}
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The moon and the silvered lake

If they have a voice

They have no ear...Nature

doesn’t hear what she has heard.
Who hears the splash and slap

on wet rippled sand,

together with a loon’s submersion

“plunk” now thrilling cry

breaking into early morning mist
over the water?

Not now “Who hears?” but
Who hears that hearing?

The scholar

must be capable of more

than reflex arc reactions.

Scholars hear their hearing

In a grander sense then

two mirrors facing one another.

Trains of thought

Coupling, mirrors/ideas

“plunk” submersion...now thrilling cry.
Books are quiet guards.

Why do scholars fail

to believe they contribute to society?
Are they ashamed

of the working-man’s lunchbox?
Reading books, lifting weights

what for?

Thoughts afire

like flames naturally point

in special directions - flames!
tugging and pulling at shadows

to drag them into their quivering,
transforming glitter?

Tongues of %la_mes gobbling shadows
Just as the scholar’s mind pulls,
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tugs and gobbles words to

- save some of life’s meaning,

and perhaps point the way.
Books are quiet guards.

Sun, puppy-dogs tails, mud, ice etc.:
the makings of one teacher.

Why would a boy who in grade one
played hookey become a teacher?
Early spring days
Cause more than sap to rise -
A thinly-iced, muddy pool
seemed like a lake on that
sunny afternoon,
And I tried to walk away
from it...
I tried a little, but noticed
the sun glazing crazily all over
the unbroken surface.

Oh! how impossible to go to school -
There is a raft! (construction pallet)
Pushing it out of the muck, the noisy
muck, sucking splintered ice into
chocolate milk pools around my boots;
Now, so much of that afternocn was

to pass in balancing. Standing

for I don’t remember how many
different characters - pirates, acrobats,
my older brother.

But mainly balancing almost falling,
That was one key:

Almost, and then successfully not falling.
And another key: the quiet, the

brisk wind, the red hands and cheeks,

the feeling of being at peace and

part of the blue, windy sky.

Letters -
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I don’t think [ knew that it was very wrong to play hookey.
But I never told anyone and nobody ever asked me where
I was that afternoon.

Roger Neil

DANCE

1. COOL August days with charging wooly clouds and sharp
blue sky - all the air above whirling around to the scrunch of
leaves and brittle-jointed twigs.

My leather-bound feet snapping twigs,
I dance,

with eyes set on neutral,

richocheting from blue sky to

the rich crumpled pictures

of leaves underfoot.

2. Our empty driveway was packed mud,
and used to catch puddles of water

after a summy downpour.

Clear puddles with beautiful twisting worms
Scintillating, turning colour too.

How is it that sticks appear

to children without looking?

And I gently break the puddle’s

surface to make a “worm road,” but he keeps floating

until he flops over my stick

and is carried deflated to the grass. Suddenly breathing
deeply I lock up and jump over every puddle

I see...High High, Long, short-twisting-around steps.

3. What will happen if I just let go completely?
I fall out of the tree and break my arm.

Roger Neil
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Bergamo, 1984, The presentation of the first annual James
B. Macdonald Prize to Professor Susan W. Stinson, r1gl'{t.
Mrs. James B. (Susan) Macdonald, left. Janet Miller, Chair
woman of the Macdonald Prize Committee and JCT Manag-
ing Editor, front. William Pinar, JCT editor, back. Photo
grapher: Paul Shaker.
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James B. Macdonald Prize

James B. Macdonald died November 21, 1983. To honor
his immense contribution to curriculum studies, the editors
of The Journal of Curriculum Theorizing have established
the James B. Macdonald Prize, to be awarded to the writer

of the essay which exemplifies best some aspect of
Macdonald’s work.

To qualify, the writer must present the submitted essay at
the October 16-19, 1985 Bergamo Conference on Curriculum
Theory and Classroom Practice. Just before intermission of
the Friday concert, a plaque and a check of at least $1,000
will be presented to the writer of the essay the Committee
has judged at best exemplifying some aspect of Macdonald

{ contribution,

Those interested should submit their papers by August 15,
1985, in triplicate to:

Dr. Janet L. Miller, Chair
Macdonald Prize Committee
St. John’s University
School of Education and Human Services
Jamaica, N.Y. 11439



T. Aoki Award

Professor T. Acki, Chair, Department of Secondary Educa
tion, Faculty of Education, The University of Alberta in
Edmonton, retires spring 1985.

To honor Professor Aoki’s distinguished contribution to
the field of curriculum studies, the editors of The Journal
of Curriculum Theorizing have established the “T. Aokl
Award,” a cash award of at least $1,000 to be given each
autumn to the writer of the essay which exemplifies best
some aspect of Professor Aoki’s work.

To be eligible, the essay might amplify or extend a theo-
retical point which Aoki has made; or, it might analyze
and otherwise discuss any of the curriculum projects on

|
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The Bergamo Conference on Curriculum
Theory and Classroom Practice

The? Bergamo Conference will be held October 16-19, 1985
again at the Bergamo Conference Center, 4435 E. Pattersori
-?\oad, D:styton, Ohio, 45430, U.S.A. This comfortable yet
mexpensive conference facility rests on 250 acres of wooded
and open land. It is easily accessible by car from most
points in the mid-east and mid-west regions, and from other

which he worked in British Columbia and Alberta, or it
might attempt to assess the significance of his theoreticd
work upon curriculum studies in Canada and/or the U.S,
or it might portray his pedagogical work through narrative
and personal reminiscence.

The paper must be presented at the October 16-19, 1985
Bergamo Conference on Curriculum Theory and Classroom
Practice, to be held at the Bergamo Conference Center,
Dayton, Ohio, U.S.A. The recipient of the Award will be
announced just before intermission of the Friday evening
concert.
presented to the recipient at that time. The essay wil
be published in JCT.

Submit your paper by July 15, 1985 to:

Dr. Terry Carson, Chair
Aoki Award Committee
Faculty of Education
University of Alberta
Edmonton, Alberta T6G 2G5
Canada

A plaque and a cash award of $1,000 will be g

points in North America via the close-by Dayton Interna-
tional Airport.

Presgntations of various sorts, including panels, workshops
media events, and paper readings are invited from university
scholars, teacher educators, curriculum administrators. and
classroom teachers. To submit your presentation pr0|:’>osa1
send a one-page abstract by April 15, 1985 to: ,

The Editors, JCT
53 Falstaff Road
Rochester, New York 14609
U.S.A.
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The following persons have
generously contributed to the

following Funds:

Janet Callahan, New York City, JCT Fund
Carol Clifford, New York City, JCT Fund
Paul R. Klohr, Columbus Ohio, JCT Fund
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Invest in Your Profession

Invest in your profession by making a tax deductible con.
tribution to the Corporation for Curriculum Research. This
not-for-profit corporation provides independent, private
support for the advancement of curriculum theory and
practice. ~ Why not reduce your income tax liability and
invest in your profession? Make out your check to the
Corporation for Curriculum Research; indicate in your note
to which of the following funds your gift should be applied.

JCT Fund: an endowment to ensure regular publica-
tion of the journal of Curriculum Theorizing during
periods of subscription fluctuation.

Research Fund: an endowment from which research
and study grants will be made to eIementary and sec-
ondary teachers, curriculum administrators, and unijver-
sity scholars.  First awards to be made for summer
1986.

Fund for the Institute for Advanced Curriculum Stud.
ies: an endowment for non-teaching Research Institute
to be inaugurated at the turn of the century.

James B. Macdonald Fund: an endowment for the
Macdonald Prize, a cash Prize to be given each year
at the Conference, in honor of the late curriculum
theorist’s important work.

T. Aoki Fund: an endowment for the Aok Award,
a cash Award to be given each year at the Conference
in honor of the distinguished Canadian educator’s work.
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Are these journals in your education hibrary?
CURRICULUM INQUIRY

A Journal from the Ontario Institute for
Studies in Education

Editor: F. Michael Connelly

CURRICULUM INQUIRY is a journal for those who design.
evaluate. study and agminister educalional programs. 11 ts
the only scholarly journal of currniculum in North America.
Inferdisciplinary in scope. i lealures reviews of

curriculum development achvity world-wide. With
contnbutions lrom curriculum specialists, evalualors,
linguists, psychologists. hustonians. phriosophers and
anthropologists, this quarierly presents lively and well-wniten
articles on curriculum development and evaluation.

Volume 15, 1985 Quarerly $46.00

Cutside Morth America add $15.00 lor surace poslage and
handling. or add $62.00 for airmail delivery.

SCIENCE EDUCATION

Editor: Leopold £ Klopler

Serving as a lorumn for ideas and research reports for

over 60O years, SCIENCE EDUCATION 15 a relereed journat

which provides vital information lor science educalors

Issues ol SCIENCE EDUCATION inctude

+ General Section

+ Science Teacher Edition (Robent L. Stener, Section Editon)
Sponsored by the Association for the Education ot
Teachers in Scence.

- Learming (M.B, Rowe, Section Editor)
Arlicles relating 10 the psychological aspects ol learaing.

+ inlernational Science Education {J.P. Smith, Sechion Editor)
Reporis on science teaching in vanous countries

+Is5ves and Trends (AW Howe. Secon Editar)

« Comments and Criicism

Volume 69, 1985 Five 1ssues, mcludmg A Summary

of Research in Science Education—1983 " $54.00

Outside S add $24 00 lor surdace postage and handimg,

or add $84.00 for armail delivery

JOURNAL OF RESEARCH IN
SCIENCE TEACHING

The official journal of the National Association
for Research in Science Teaching

Editor. Russell H. Yeany, Jr

The JOLURNAL OF RESEARCH IN SC'ENCE TEACHING

S @ prnmary source lor descriplicns ol empinical studies

| and refiective analyses ot research related lo the

teaching ol sc.ence at al' educational levels The

refereed articles describe a range ol research etlorls
directed toward both understanding the lask of science
teaching and improving the elfectiveness cf science

The editors
gratefully acknowledge
the support
of these institutions:

St. John’s University

University of Dayton
Bowling Green State University (Ohio)
University of Lethbridge (Alberta, Canada)
University of Rochester

S

“—_...,,.-- teaching eftorts Thoughtiul analyses of pasl research
’4‘__?:-_.' and syniheses ol posihons on key 1ssues laced by
- today s science leachers provide substantive

sprngboards for further research

Volume 22, 1985 Ning 1ssues $82.00
Outside US add $32.00 for surtace postage and handing, or
add $119.00 for armail delivery

Teenter your subscription. jop, Wiley& Sons. Inc., suscipm v
write to: 605 Third Avenue New York KY 10158
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On Friday afternoon

November 2nd, 1984...

..collegues and friends of James B. Macdonald gathered
in the Assembly Room of the Bergamo Conference Center
in Dayton, Ohio, to commemorate him. The tapes of those
commemorative speeches — by Michael Apple, Madeleine
Grumet, Dwayne Huebner, Alex Milnar, William Pinar,
Bernard Spodek, introduced by Bernice Wolfson -- are
available from JCT. Send your check for $10 {for 2 tapes)

to JCT, 53 Falstaff Road, Rochester, New York 14609.

The University of Alberta

Department of Secondary Education Publications
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